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ABSTRACT

THE RELATIONSHIP BETWEEN TEACHER INDUCTION AND TEACHER
SATISFACTION
Charles A. Kyle, Ed.D.
Department of Leadership, Educational Psychology and Foundations
Northern Illinois University, 2017
Dr. Thomas Smith, Director

This study was designed to investigate the relationship between participation in a
formalized teacher induction program and teacher satisfaction. Teacher turnover, attrition, and
the forecasted teaching shortage have made teacher induction programs a tool to train and retain
new teachers to the teaching profession and new to school districts throughout the state of
Illinois.
This study used the Abbreviated Job Descriptive Index (AJDI) to assess levels of
satisfaction among teachers. An electronic survey was sent to all 148 “middle school, junior
high schools” in the 54 Large Unit District Association in the state of Illinois. A total of 297
teachers responded to the survey.
Results of the study showed a significant effect of participation in a formalized teacher
induction program on general teacher satisfaction. Teachers who participated in a formalized
teacher induction program had higher levels of satisfaction compared with teachers who did not
participate in a formalized teacher induction program. Supporting research questions
demonstrated that teachers who had a favorable teacher induction experience had higher levels of
satisfaction compared with teachers who did not have a favorable teacher induction experience.

A marginally significant moderating effect of ethnicity was evident, with White teachers who
participated in a formalized induction program having higher levels of satisfaction than White
teachers who did not participate in a formalized induction program, whereas non-White teachers
who participated in a formalized induction program had lower satisfaction than their non-White
peers who did not participate.
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CHAPTER I
INTRODUCTION

The success of new teacher induction is integral to teacher and student success. Ingersoll
(2012) believes that “induction is an education reform whose time has come” (p. 51). Ingersoll
estimates that more than 1,000,000 teachers are in job transition annually—that is almost one
third of the workforce. Ingersoll (2015) believes that the revolving door of teacher turnover
costs school districts an estimated $2.2 billion annually. To combat the large number of teachers
who are in transition, teacher induction programs increased from 50% in 1990 to 91% in 2008.
Currently, 38 states require some form of teacher induction for new teachers. Weingarten (2016)
believes that a successful teacher induction program will help nurture, retain, and develop the
teaching force.
According to a policy study from the New Teacher Center (NTC) at the University of
California in Santa Cruz, new teacher induction programs coincide with a formative stage of a
teacher’s career. Research shows that teacher experience is unrelated to effectiveness, except
during the initial years in the profession. High-quality induction programs can address this
challenge by accelerating new teachers’ professional growth and making them more effective
practitioners during their early years in the classroom (NTC, 2007). New teacher induction has
the potential to accelerate the growth and success of beginning teachers and increase student
academic performance. According to Rivkin, Hanushek, and Kain (2005), current research on
student academic success identifies the quality of a child’s teacher as the most important school-
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based factor that determines how much a child learns. Research indicates that students taught by
effective teachers perform dramatically better than those assigned to ineffective teachers. “Since
the early 1990s, induction has become an increasingly popular strategy for school districts across
the country as they seek solutions for high attrition rates among teachers who are new to the
profession” (Kapadia, Coca, & Easton, 2007, p. 1).
Teacher induction programs have been implemented nationwide to combat the high costs
of teacher turnover and to help prepare, support, and retain quality teachers. Teacher turnover is
expensive, and statistics show that new teachers are leaving the profession at a rate of 30% to
50% between their first and fifth years. The cost of teacher turnover is real: “Every year teacher
turnover costs Texas schools between $329 million and $1.5 billion. New York City pays $186
million annually to keep pace with teacher turnover” (Wong, 2003, p. 19). Danielson (1999) and
Wong (2003) estimate the price of teacher attrition to be between $5,000 and $50,000 per
teacher. It is not cost effective to hire new teachers and put them into a “sink or swim” situation.
Research shows that “traditional sink-or-swim teacher induction contributes to high attrition and
lower levels of teacher effectiveness” (National Commission on Teaching and America’s Future
[NCTAF], 1996, p. 40). School districts throughout the country have turned to teacher induction
programs to help increase the retention of new teachers. Teacher induction programs work to
lower the teacher attrition rate and move new teachers from novice status to being a full-fledged
member of the community. Goldrick, Zabala, and Burn (2013) believe that teacher induction is
needed because
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the “greening” of the teaching force and the inadequate distribution of experienced
teachers, coupled with the significant research evidence on supporting new teachers,
suggests that investments in comprehensive teacher induction–aligned with state or
district evaluation system–will improve the effectiveness of a state’s or district’s teaching
force. (p. 2)
The present study examines a solution—teacher induction—to a growing problem in the
field of education: teacher satisfaction and teacher retention. In 2009, the Beginning Teacher
Induction and Mentoring (BTIM) program evaluation report found that teachers who participated
in the BTIM program had higher levels of satisfaction and higher levels of retention(ICF
International). The link among teacher induction, teacher satisfaction, and teacher retention was
evident in the evaluation of the Texas BTIM program.
Over 50% of new teachers leave the field within the first five years on the job (NCTAF,
1996). The retirement of the Baby Boomer generation, coupled with a 50% retention rate of new
teachers, has caused school districts to implement teacher induction programs to address the
problem of teacher satisfaction and retention. Varlas (2008) states, “New teachers go through a
sink-swim period at the beginning of their careers, and many decide to just get out of the
pool”(p.1). Kate Walsh, president of the National Council on Teacher Quality, believes the first
year of teaching is the equivalent of fraternity hazing for teachers. Almost one quarter of new
public school teachers leave teaching within their first three years (Mader, 2016). Kopkowski
(2008), using data from the NCTAF, estimates that 33% of new teachers leave the profession
during the first three years and 46% of teachers leave the profession in their first five years.
Kopkowski wrote,
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Their departure through what researchers call the “revolving door” that’s spinning ever
faster—the commission estimates teacher attrition has grown by 50% over the past 15
years—costs roughly $7 billion a year, as districts and states recruit, hire, and try to retain
new teachers. (p. 21)
The NCTAF data, combined with declining enrollment in teacher preparation programs, reveal
an alarming trend that needs to be addressed by implementing comprehensive new teacher
induction programs for new teachers. According to Goldrick, Osta, Barlin, and Burn (2012), 27
states now require some form of comprehensive induction or mentoring for new teachers.
Currently, 29 states require some form of support for new teachers. That is up from 27 since the
2012 report (Goldrick, 2016).
In the state of Illinois, the attrition rate of new teachers who are new to the profession can
be as high as 40% after the first five years in the job (Kapadia et al., 2007). The Illinois
Education Research Council estimates that 32% to 40% of all public school teachers will leave
the profession in the first five years. In the inner city of Chicago, attrition rates can reach as high
as 40% Kapadia et al., 2007).
In response to a nationwide educational crisis, the State of Illinois required all school
districts to implement teacher induction programs in 2006. The Illinois State Board of Education
(ISBE, 2006) defines teacher induction as follows:
The teacher induction program must target new teachers and includes three important
components:
 Observation of the new teacher’s classroom practice by an experienced
teacher
 Review and analysis of written documentation prepared by the new teacher
 Reflection by the new teacher on his or her teaching practices in relation to the
Illinois Professional Teaching Standards.
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In 2007, the NCTAF conducted a pilot study focused on teacher retention and teacher
turnover. The study included five school districts covering four states: Illinois, New Mexico,
Wisconsin, and North Carolina. The five study sites include two urban school districts (Chicago
Public Schools [CPS] and Milwaukee Public Schools [MPS]), one countywide suburban district
(Granville County Schools [GCS]), and two quite small rural districts (Jemez Valley Public
Schools [JVPS)] and Santa Rosa Public Schools [SRPS]) (Barnes, Crowe, & Schaefer, 2007).
The turnover rates in the five districts are displayed in Table 1.

Table 1
Cost of Teacher Turnover in Five School Districts

School
district
CPS
MPS
GCS
JVPS
SRPS

Turnover
rate
30.7

Cost per
teacher
exiting
$17,872

17.4
16.5
42.9
15.5

$15,325
$9,875
$4,366
unavailable

In 2005, the Philadelphia Public Schools discovered a 70% attrition rate of the 919
teachers hired in 1999 (NCTAF, 2007). Only 30% of the teachers hired in Philadelphia
remained in the district six years later. Using the NCTAF Teacher Turnover Cost Calculator, the
Philadelphia, Pennsylvania, public school district incurs just under $30,000,000 in annual costs
associated with teacher turnover (NCTAF, 2007). Table 2 shows the costs associated with
teacher turnover on an annual basis in selected cities throughout the United States.
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According to the 2007 NCTAF pilot study, “The High Cost of Teacher Turnover”:
High teacher turnover is draining school districts of precious dollars that could be used to
improve teaching quality and student learning. Based on the pilot study, we have
estimated the cost of teacher turnover in a number of selected school districts around the
country. (p. 5)
In response to the alarming decline in teacher retention rates and costs associated with
teacher turnover, the ISBE mandated, through legislation, a two year teacher
induction/mentoring program for all school districts in 2006. The Illinois teacher
induction/mentoring program is directly tied to recertification of new teachers (ISBE, 2006).

A typical teacher induction program starts before the new teacher enters the classroom. It
is designed to help assist new teachers through the pitfalls of their first years of teaching.
Clement (2000a) defines induction as “the planned staff development for new teachers and for
those who are new to a district” (p. 74). Induction focuses on the culture and climate of the
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Table 2
Annual Cost of Teacher Turnover

School district
Atlanta, Georgia
Baltimore, Maryland
Boston, Massachusetts
Cleveland, Ohio
Dallas, Texas
Detroit, Michigan
Denver, Colorado
Fairfax, Virginia
Hartford, Connecticut
Houston, Texas
Los Angeles, California
Louisville, Kentucky
Memphis, Tennessee
Miami, Florida
Nashville, Tennessee
New York City, New York
Oakland, California
Philadelphia, Pennsylvania
Pittsburgh, Pennsylvania
Prince Georges County, Maryland
Richmond, Virginia
San Francisco, California
Seattle, Washington
Washington, D.C.

Annual cost of
teacher
turnover
$10,920,000
$19,013,750
$13,020,000
$12,538,750
$28,892,500
$26,565,000
$14,988,750
$28,350,000
$4,462,500
$35,043,750
$94,211,250
$18,208,750
$21,866,250
$47,775,000
$14,393,750
$115,221,250
$12,005,000
$29,662,500
$8,890,000
$23,292,500
$6,072,500
$11,865,000
$10,596,250
$16,598,750
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school and teacher effectiveness and can work as a safety net for new teachers. Induction
programs start days and weeks before the start of a new school year. The new teachers are
grouped together and participate in prescribed training that addresses instruction and managerial
outcomes. Pardini (2002) uses a quote from Deal, an organizational systems expert, to define
teacher induction, “Deal defines induction as a ritual that marks the transition between the time
newcomers join a community and the point at which they become full-fledged members of the
community” (Pardini, 2002, p. 24). Sargent (2003) gives Montgomery Township School District
in New Jersey as an example of a successful new teacher induction program. The school district
implemented a new teacher induction program and enjoys a teacher retention rate of 99%. The
district hires over 60 new teachers a year and has had the same rate of teacher retention for the
next three years after the study in 2003. There are a number of examples of school districts in
Illinois, California, and Connecticut that have adopted teacher induction programs and have
increased their teacher retention.

Leyden High School District 212 in Franklin Park, Illinois, implemented a teacher
induction program titled “Leyden University.” The program was created and designed to
increase the retention of new teachers and promote lifelong learning. From 1999 to 2002, the
school decreased its teacher attrition rate from double digits to 4.4% by implementing Leyden
University (Wong, 2004). The superintendent of Leyden School District stated, “Our induction
program has proved to be one of our best investments” (Wong, 2004, p. 52).
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California policymakers implemented the Beginning Teacher Support and Assessment
(BTSA) program in 1992 to support all new teachers in their first two years of teaching. The
program was one of the first statewide induction programs built around the California
professional teaching standards. Legislation SB 1422 was designed to address concerns about
the lack of retention of new teachers in urban and rural environments. The BTSA has been
available for new teachers in California for 29 years (San Marino-Foster City School District,
2012).
The State of Connecticut started a teacher induction program in 1985 titled the
Connecticut Beginning Educator Support and Training (BEST) program for new teachers
(Wong, 2004). The program evolved and changed in 2010 to the Teacher Education and
Mentoring Program (TEAM). This program is focused on five core areas for all new teachers
during their first two years in the profession: classroom environment, planning, instruction,
assessment, and professional responsibilities. The design of the TEAM program in Connecticut
is to help train and retain quality teachers. The State of Connecticut understands the importance
of teacher induction and teacher retention since 1985.
New Jersey created a teacher induction program titled Support on Site (SOS) that started
as a grassroots program in Gloucester Township and was so successful it was implemented in the
entire state. New teachers have meetings throughout the school year to discuss obstacles they are
facing in the classroom. The teachers are paired with mentors and trained to be future teacher
leaders. The SOS program works with school administrators, teachers, and the union to help
train and retain teachers (Kopkowski, 2008).
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Feiman-Nemser (2003) states that educators and policymakers agree that retention of new
teachers depends on effective induction programs. A satisfied teacher will not leave the
profession. When new teachers are satisfied in their jobs, they continue employment in the
school district. Feiman-Nemser (2012) states, “Given the high rates of attrition among new
teachers and high costs of teacher turnover, it is understandable that researchers, education
leaders, and policymakers want to know whether induction improves teacher retention” (p. 15).
When a new teacher leaves the profession, it costs the district financially. The price of
teacher turnover can be costly: “Human resource specialists in high-performing industries know
that a bad hire costs a company nearly 2.5 times the employee’s initial salary in recruitment and
personnel expenditures and lost productivity” (Wong, 2003, p. 42). Teachers leaving the
profession cost a district $45,000. The cost is incurred and calculated by the hiring and training
of a new teacher.
There is a growing teacher shortage on the horizon coupled with a large number of
teachers who leave the profession in the first five years. A teacher shortage and teacher turnover
are two reasons why school districts throughout the state of Illinois and throughout the nation
have turned to teacher induction. Teacher induction is designed to lower the rate of teacher
turnover and help assimilate new teachers into the culture and climate of the profession and their
individual buildings.
Problem Statement
The problem addressed in this study is the high rate of teacher turnover. There has been
research on the effectiveness of teacher induction programs. “Data on the relationship between
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teacher induction and teacher turnover make it clear that a comprehensive induction system
greatly improves the likelihood of a teacher’s staying in his or her school” (NCTAF, 2005, p. 8).
Mader (2016) believes that new teachers leave the profession at an alarming rate due to a
breakdown in the training and support new teachers receive. Many states have experienced
difficulties finding middle school teachers. Teacher induction is one solution to a growing
problem in education: teacher turnover. States, school districts, and neighborhood schools are
investing time, money, and valuable resources to implement induction programs throughout the
state of Illinois, the United States, and the world. This is being done to solve the larger problem
of teacher turnover. It is estimated that it costs a school district $5,000 to $50,000 to replace a
teacher (Wong, 2002).
Teacher induction was created to help train and retain new teachers. The more teachers
who stay in the profession, the less money school districts spend on hiring replacements. Many
in the teaching profession assume that there is a connection between teacher induction and
satisfaction. A relationship between teacher induction and teacher satisfaction can motivate
educational leaders to organize induction programs to match the needs of new teachers and help
reduce the rate of teacher turnover. Research identifies teacher satisfaction as the leading factor
in job retention. If educational leaders have quantifiable data on the success of induction
programs, resources allocated would be justified, teacher turnover would be reduced, and the
money saved from hiring new teachers could be added to induction programs throughout the
country.
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Purpose of Study
The purpose of the present study is to assess what the relationship between teacher
induction and teacher satisfaction is. A secondary purpose of the study is to find what
demographic information characterizes a relationship between teacher satisfaction and teacher
induction. The research clearly points to a number of various characteristics that make up a
teacher induction program. Curran and Goldrick (2002) state that teacher induction includes
“orientation sessions, mentoring programs, staff development courses and workshops, regular
sessions with other new teachers, and formative and summative assessments” (p. 3).
This research assesses whether a relationship exists between teacher satisfaction and
teacher induction by administering the Abbreviated Job Descriptive Index (AJDI) to teachers in
all 148 middle schools within the Illinois Large Unit District Association (LUDA). The AJDI is
a measurement instrument of satisfaction in the workplace. The study targeted middle schools in
the 54 LUDA districts, consisting of 148 “middle schools/junior highs” throughout the state of
Illinois. The survey was sent out to 5,155 educators. The AJDI helped to identify a relationship
between teacher satisfaction and teacher participation in teacher induction programs.

Gaps in Research
The data gathered from this study build on current research related to teacher induction
and teacher retention. Despite a solid body of research on teacher induction, no studies focus on
the relationship between teacher induction and teacher satisfaction with a control group.
According to Ingersoll and Smith (2004), numerous studies have been conducted in the past 20
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years on teacher induction programs. Several of the studies seem to provide support that wellplanned and implemented induction programs are successful in increasing job satisfaction,
efficacy, and the retention of new teachers. Ingersoll and Smith believe that a gap exists in the
research. No research has examined how the satisfaction of teachers in an induction program
compares with teachers who have not experienced a formal induction program. The lack of a
control group in the teacher induction research is an issue Ingersoll and Smith believe needs to
be addressed in future studies. Another gap these data can fill is the potential relationship
between teacher satisfaction and teacher retention.

Assumptions
The hypothesis of the study is that teacher induction programs will increase teacher
satisfaction. Based on this assumption, the study focuses on teacher satisfaction in middle
schools and junior high schools. Ingersoll and Smith (2004) uncovered empirical research
supporting a relationship between teacher induction programs and teacher satisfaction. This
study adds to the empirical research on teacher induction. This study compares teacher induction
and teacher satisfaction with data from the AJDI, which identifies six facets of job satisfaction:
work itself, supervision, coworkers, present pay, opportunities for promotion and job in general.
In addition to completing the AJDI survey, participants were asked 12 additional
demographic questions. Answers to the added demographic questions help to identify gender,
number of years of teaching experience, grade level taught, school type, participation in an
induction program, number of years of experience participating in an induction program, year of
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participation, favorable experience, ethnicity, highest degree, and type of school setting. The
additional demographic questions were added to the ADJI in a survey format.

Limitations
A limitation of the study is that there is always more than one cause for teacher
satisfaction. It includes participants who agree to participate voluntarily. The middle schools
and junior high schools participating in the study vary in the categories of socioeconomic status,
mobility rates, and ethnicity. These limitat ions are addressed in Chapter 5. Another limitation
to the study is the variation of ISBE-approved teacher induction program. Goldrick et al. (2013)
believe that the lack of state funding for induction programs in Illinois creates varied
implementation of induction programs and quality of induction programs. There are currently
879 school districts in the state of Illinois. Wong (2004) believes that no two teacher induction
programs are exactly alike. Teacher induction programs adjust to the needs of the school,
district, and state. The guidelines for ISBE-approved induction programs are broad and general.
Also, the Illinois LUDA districts may not be generalizable to larger populations or other states.

Delimitations
This study is delimited to the 154 middle school/junior highs in the state of Illinois.
There may be other reasons why teachers are satisfied, but this study focuses on the relationship
between teacher induction and teacher satisfaction. The study focuses on teacher perceptions of
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job satisfaction in the context of teacher induction. Only responses from middle school/junior
high teachers in Illinois are included in the data.

Research Questions
The primary research question of this study is, “What is the relationship between teacher
induction and teacher satisfaction?” Supporting research questions throughout the study are as
follows:
SRQ 1

Does gender moderate the relationship between participation in a formalized
induction program and teacher satisfaction?

SRQ 2

Does the number of years of teaching experience moderate the relationship
between participation in a formalized induction program and teacher satisfaction?

SRQ 3

Does grade level taught by a teacher moderate the relationship between
participation in a formalized induction program and teacher satisfaction?

SRQ 4

Does the type of school moderate the relationship between participation in a
formalized induction program and teacher satisfaction?

SRQ 5

Is length of time in a formalized teacher induction program related to teacher
satisfaction?

SRQ 6

Is the year of participation in a formalized induction program related to teacher
satisfaction?

SRQ 7

Is a favorable experience in a formalized induction program related to teacher
satisfaction?
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SRQ 8

Does ethnicity moderate the relationship between participation in a formalized
induction program and teacher satisfaction?

SRQ 9

Does the highest degree of education of a teacher moderate the relationship
between participation in a formalized induction program and teacher satisfaction?

SRQ 10

Does the school setting moderate the relationship between participation in a
formalized induction program and teacher satisfaction?

Definitions of Terms
Teacher induction: Teacher induction is a formalized ISBE-approved two-year program
that targets new teachers and includes three important components:


Observation of the new teacher’s classroom practice by an experienced teacher.



Review and analysis of written documentation prepared by the new teacher.



Reflection by the new teacher on his or her teaching practices in relation to the
Illinois Professional Teaching Standards.

New teachers who participate in an approved induction program will receive:


formal mentoring from an experienced teacher;



three observations with prior preparation;



a response from the mentor with feedback, suggestions, and techniques for each
observation;



opportunities for contact so that the new teachers have professional and social support
in the school environment;
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orientation to the school improvement and professional development plans that apply;



help in understanding their employer’s expectations regarding the Illinois
Professional Teaching Standards and the relevant content-area standards;



at least one opportunity each semester to observe experienced teachers and discuss
aspects of teaching practice with these teachers or to participate in workshops,
conferences, or similar events or trainings to increase the teacher’s skills relative to
the Illinois Professional Teaching Standards or their area of certification or
assignment; and



a review from the mentor with written feedback on at least one of their written
reflections on their teaching practice for each quarter of a school year. (ISBE, 2006)

All schools in the study are middle school/junior high schools and have approved ISBE teacher
induction programs.
Induction: “A systemwide, coherent, comprehensive training and support process that
continues for two to three years and then becomes a seamless part of the lifelong professional
development program of the district to keep new teachers teaching and improving toward
increasing their effectiveness” (Wong, 2004, p. 42).
In-service training: Professional development opportunities for teachers to develop
teacher skills after they have settled into their career (Kapadia et al., 2007).
Large Unit District Association (LUDA): The largest 54 unit districts in Illinois (LUDA,
2013). LUDA was created in 1976 by superintendents who recognized the need to provide
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networking, professional development, and advocacy for large unit school districts. It is
currently made up of over half of the students in the state of Illinois.
Large unit district: A school district with enrollment over 3,500 students and that
educates students pre-K through Grade 12 all in one single district. Currently, there are 54
school districts in LUDA (LUDA, 2013).
Mentoring: A component of new teacher induction that consists of a mentor teacher
being available to guide, teach, coach, and support a new teacher through the first years at the
school. NCTAF (2005) defines mentoring as “a process by which a more experienced or
knowledgeable individual offers assistance to a less expert individual. The support may or may
not be structured in a full or part time capacity” (p. 4).
Millennials: Those who were born between the years 1982 and 2001.
National Board Certified Teachers: A voluntary process to certify teachers against the
National Board’s Professional Teaching Standards (National Board for Professional Teaching
Standards, 2016).
No Child Left Behind: Also known as the Elementary and Secondary Education Act
(ESEA), the law passed into law in 2001 to close the achievement gap with accountability,
flexibility and choice so that no child would be left behind (U.S. Department of Education,
2013a). The act was designed to close the achievement gap in the content areas of reading and
math by the year 2014.
Participating district: For the purpose of this study, a district that agreed to participate in
the survey, through e-mail contact, by forwarding the survey to its faculty. Participating districts
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were selected through association in the LUDA. To qualify, districts must have had at least
3,500 students and serve pre-K to 12 all in one school district. Only school districts in the state
of Illinois can be members of LUDA.
Pre-service training: Training that prepares teaching candidates to become teachers prior
to entering the workforce. This happens at the collegiate level through various courses focused
on teaching pedagogy and methods (Kapadia et al., 2007).
Professional learning communities: “An ongoing process in which educators work
collaboratively in recurring cycles of collective inquiry and action research to achieve better
results for the students they serve” (AllthingsPLC, 2016, p.1).
Race to the Top (RTT): In 2009, President Barrack Obama signed into law the American
Recovery and Investment Act of 2009 (ARRA). RTT is the education aspect of the ARRA and
encourages states and local school districts to invest in innovation and technology. The federal
government allocated $4.35 billion to states and schools who meet the qualifications and
requirements to raise student achievement (U.S. Department of Education, 2013b).
Retention rate: The proportion of teachers remaining in the workforce (Kapadia et al.,
2007).
Satisfaction: Positive feelings toward discriminable aspects of a job situation (Smith,
Kendall, & Hulin, 1969).
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Significance of Study
The significance of this study is that school districts, administrators, mentors,
instructional coaches, and teachers can use the results to guide them in the creation,
implementation, and improvement of new teacher induction programs that reflect increased
levels of teacher satisfaction. Ultimately, improved teacher induction programs can increase
teacher satisfaction and increase teacher retention rates. Higher teacher satisfaction and retention
benefit school districts. The findings from this study can help school districts design new teacher
induction programs that increase teacher satisfaction.
The following chapters focus on the review of literature on teacher induction, the
methodology of the study, the data and results, a summary, and future research.

CHAPTER II
REVIEW OF LITERATURE

Public education faces many challenges: No Child Left Behind, RTT, teacher and
administrator accountability, the Performance Evaluation Reform Act, funding, and attracting
and retaining high-quality teachers. Teacher induction is an approach that 38 states have adopted
to help address the growing concern of teacher retention over the past 25 years. Eleven areas are
germane to teacher induction and teacher satisfaction: defining teacher induction, characteristics
of successful induction programs, research on induction, administrator role, job satisfaction,
generational research on the workforce, teacher shortage, teacher retention rate, retention data,
cost of teacher turnover, and funding. Eleven areas of research have relevance for teacher
induction and job satisfaction of middle school teachers. Each of the 11 areas are reviewed.

Teacher Induction
Teacher induction programs vary in their style and makeup, but definitions of teacher
induction are similar. Wong (2004) defines teacher induction as follows: “Induction is a
process—a comprehensive, coherent, and sustained professional development process—that is
organized by a school district to train, support, and retain new teachers” (p. 42). Wong (2002)
further defines teacher induction programs:
The best programs kick off with four or five days of workshops before schools begin.
They offer new teachers systemic training over two or three years. They have
administrative support. They integrate a mentoring component and structure for
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modeling effective teaching during in-service and mentoring experiences. They also
include opportunities for inductees to visit demonstration classrooms. (p. 52)
Glazerman et al. (2010) identify two types of teacher induction programs prevalent in the
United States: informal/low-level induction and a formalized comprehensive induction program.
The informal induction program is usually funded by local district money and pairs teachers with
mentors without providing training. The formalized induction/comprehensive induction program
is defined by Glazerman et al. as “delivered through experienced, trained full-time mentors and
may also include a combination of school and district orientation sessions, special in-service
training (professional development), classroom observations, and constructive feedback through
formative assessment” (p. vi).
Gless (2012) believes the definition of teacher induction has changed over time. “Recent
efforts to revise teacher evaluation systems nationwide have led many districts to conceptualize
teacher induction as a program that carefully assesses a teacher’s progress toward effectiveness
via more frequent classroom observations by administrators and occasionally peer evaluators” (p.
2).
Lynn (2002) identifies teacher induction as a stage defined by the first few years of
teaching, when the teacher is socialized into the professional and social fabric of the school and
community. Clement (2000a) believes “induction is the planned staff development for new
teachers and for those who are new to a district” (p. 74). Induction is a structured program that
takes place before the first day of school for all newly hired teachers. Wong and Wong (2001)
state, “During the induction process, effective schools and districts teach their teachers how to
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become effective teachers” (p. v). Tickle (2000) suggests that induction is a continuum through
which educators pass during their first year of teaching to becoming an experienced educator.
The ISBE (2006) defines teacher induction as a two-year teacher induction and mentoring
program that includes three components:
Observation of the new teacher’s classroom practice by an experienced teacher, review
and analysis of written documentation prepared by the new teacher, and reflection by the
new teacher on his or her teaching practices in relation to the Illinois Professional
Teaching Standards. (p.1)
Induction has been around in multiple forms during the 20th century, but previous
generations in education failed to grasp the concept. In the past, teachers were asked to assume
the responsibilities of veteran faculty with no additional training or support. The lack of teacher
induction programs created the “sink or swim” model for new teachers entering and exiting the
profession. Research has uncovered that the number of teachers exiting the profession within the
first seven years has created a need for teacher induction programs.
A variety of teacher induction programs have blossomed over the past 20 years with
common goals. Feiman-Nemser (2012) sees induction as a changing process:
The literature on induction and mentoring over the past 50 years reveals distinct shifts in
thinking about what induction is and what it should do. Early advocates endorsed a view
of induction as a temporary bridge designed to ease the new teacher’s entry into teaching.
A second view—prompted by standards-based reforms calls for greater professionalism
and a growing understanding of teacher learning--saw induction as individualized
professional development. And in recent years, education leaders have advocated a view
of induction as a process of incorporating new teachers into collaborate professional
learning communities. (p. 12)
Feiman-Nemser states that teacher induction has progressed over the past 50 years in education.
Induction started as a temporary support and moved to an individualized support and now needs
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to be a cultural transformation focused on student learning, student achievement, and teacher
satisfaction and retention. Feiman-Nemser sees teacher induction as a three year developmental
framework in order to accomplish cultural transformation for new teachers. Teacher induction
programs improve teaching performance, increase the retention of new teachers, and promote
personal confidence and well-being of new teachers (Ingersoll, 2012).
The Columbus Ohio Peer Assistance and Review Program was designed to retain new
teachers in urban settings and create leadership opportunities for new teachers within their school
system (Lohr, 1999). In Oakland County, Michigan, the induction program goals are to improve
performance of beginning teachers, retain teachers, promote the personal and professional wellbeing of teachers, and transmit the culture of the school and the profession (Mills, Moore, &
Keane, 2001). Moir and Gless (2001) state that the heart of any induction program should be
high expectations, the ability to believe in the power of a classroom teacher to effect student
learning, and the knowledge to create equitable learning experiences. The California Formative
Support and Assessment System for Teachers (CFSAST) induction program goals are to provide
effective transition between the first and second years of teaching, to improve educational
performance of students through the improved training of teachers, to retain new teachers who
have the promise to become effective professionals, to identify teaching novices who need extra
attention to become effective, to create a local flavor, and to align to the California state
standards (Olebe, 2001). Gratch (1998) states that common goals of teacher induction programs
are to increase teacher retention and improve instruction of new teachers.
Ingersoll (2012) states:
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Schools must provide an environment where novices can learn how to teach, survive, and
succeed as teachers. These programs aim to improve the performance and retention of
new hires and to enhance the skills and prevent the loss of new teachers with the ultimate
goal of improving student growth and learning. (p. 2)
Kapadia et al. (2007) define teacher induction as a means to orient, assist, and guide beginning
teachers so they remain in the profession and become effective practitioners.

Characteristics of Successful Teacher Induction Programs
Richard Ingersoll from the University of Pennsylvania defines a comprehensive induction
program as being comprised of at least seven of the nine components: (1) an initial four to days
of preschool workshops, (2) a continuum of professional development activities for two or more
years, (3) a strong sense of administrative support, (4) the utilization of coaches, (5) structured
networking with new and veteran teachers, (6) opportunities to visit demonstration classrooms,
(7) a welcome center that provides help to settle into a new community, (8) a bus tour of the
community with the superintendent, and (9) a formative assessment component that helps new
teachers develop skills for student achievement (Wong & Wong, 2010, p. 17). Table 3 identifies
the relationship between the level of various induction packages a new teacher receives and the
percentage of teachers leaving after the first year. Kapadia et al. (2007) had findings similar to
those of the Ingersoll and Smith (2004) study when they conducted a survey of over 1,000
elementary and high school first- and second-year teachers who participated in a new teacher
induction program. Kapadia et al. define an intensive teacher induction program as follows:
Intensive contextual induction–which is a combination of context-appropriate and
sufficiently intensive mentoring and support–can help novice teachers have good early
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teaching experiences that encourage them to continue in the profession. For example,
new elementary teachers receiving intensive levels of induction are twice as likely to
report a good experience than peers receiving weak levels, while new high school
teachers receiving intensive levels of induction are almost four times as likely to report a
good experience. (p. 2)
Ingersoll and Smith and Kapadia et al. have found data that suggest that greater intensity and
levels of support that new teachers receive through teacher induction programs increase the
chance of teachers staying in the profession. More components and intensity seem to increase
the chance of teachers staying in the profession.
Table 3
Predicted Probability of Turnover After the First Year
of Teaching by Various Induction “Packages”
Level of training received
No induction
Basic induction
Basic induction + Collaboration
Basic induction + Collaboration +
Teacher network + Extra resources

Percent leaving after 1 year
41%
39%
27%
18%

The NTC at the University of California in Santa Cruz has spent the past two decades
researching and practicing effective new teacher induction programs. The NTC has uncovered
some critical elements that make up a high-quality induction program:
a multi-year program, spanning at least the first two years of teaching; sanctioned time
for mentor-new teacher interaction; rigorous mentor selection criteria; initial training and
ongoing professional development and support for mentors; pairing of new teachers and
mentors in similar subject areas, grade levels; and documentation and evidence of new
teacher growth. (NTC, 2007, p. 7)
The NTC (2016a) believes that new teachers need a professional learning community that is
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focused on teaching standards, content standards, teacher development, problem solving, and
mutual support from administration and colleagues. The NTC defines a comprehensive
induction program has four components: “(1) capable instructional mentors, (2) effective school
principals, (3) multiple support structures for beginning teachers, and (4) ongoing program
evaluation” (Goldrick, 2016, p. 2)

California leads the nation in organizing teacher induction as a program. The BTSA
program was created in 1992 (Goldrick, 2008). The program was created because of a 50%
retention rate of first-year teachers. Since the creation of the BTSA, retention rates have
increased to 84%, according to the NTC at the University of California at Santa Cruz (Silverman,
2007). In 2011, the NTC published Induction Program Standards to serve as a framework for a
comprehensive teacher induction program’s design, implementation, and evaluation. The
induction program standards are broken down into three essential components:
1. The foundational program standards provide the platform upon which an induction
program is built. They underscore the need for strong leadership, a shared vision,
realistic reallocation of resources, and principal engagement.
2. The structural standards encompass instructional mentors; mentor preparation,
development, and ongoing support; formative assessment for new teachers; and
targeted professional learning for new teachers. These standards focus on services
and supports for both mentors and beginning teachers.
3. The instructional standards focus on classroom practice and student learning. They
articulate the knowledge, capabilities, and dispositions that teachers must develop.
(Gless, 2012, pp. 3-5)
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The research uncovers a common thread to the characteristics of teacher induction
programs. Freiberg (2002) believes that professional development for new teachers should be
built around three themes: organizing strategies, instructing strategies, and assessment strategies.
The organizing strategies include planning, lesson design, time management, time on task, and
classroom management. Classroom management or lack of ability to manage classroom
behaviors is one of the main reasons why new teachers leave the teaching profession, according
to a 2014 report from the Alliance for Excellent Education (Mader, 2016). Freiberg points out
the change in instructional strategies from teacher centered to student centered. Teachers coming
out of college are aware of teacher-centered strategies. An induction program should train and
teach new teachers how to learn student-centered strategies and incorporate them into their
classrooms. The last component is assessment strategies. Novice teachers come to the
profession with little experience in assessing student work and their own learning. An induction
program should expose teachers to formal and informal methods of assessment, and mentors can
be the link for self-assessment. Mentors help new teachers become more effective through
multiple observations and feedback sessions. In New Zealand, new teachers are paired with
experienced and trained mentors and are required to use 20% of their work week for staff
development (Clement, 2000b). Lynn (2002) suggests that new teachers should be provided
with an individualized program that can integrate the new teacher into the social norms and
values of the school. Key components of any induction program are the support of the principal
and mentors (Ganser, 2001). Ganser (2001) argues that without the support of administration
and quality mentors, a teacher induction program will fail. Walsdorf and Lynn (2002) believe
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that induction should center on the administrator’s roles and the beginning teacher’s roles to
combat pitfalls for the first three years of teaching.
In 2008, the state of Illinois education leaders and educators helped develop the Illinois
Standards of Quality and Effectiveness for Beginning Teachers Induction Programs. This was an
attempt to set forth a clear framework to assist in the development of research-based induction
programs that are responsive to the local districts (Goldrick et al., 2013). The standards are
comprised of 10 essential elements: (1) induction program leadership, (2) administration and
support, (3) program goals and design, (4) resources, (5) site administrator roles and
responsibilities, (6) mentor selection and assignment, (7) mentor professional development, (8)
development of beginning teacher practice, (9) formative assessment, and (10) program
evaluation. The 35 participating school districts in the RTT grant in Illinois are required to
implement standards-based induction programs.
In San Diego, new teachers are scrutinizing their own performance using hard data
gathered through classroom observation. The observing teachers are trained for eight days.
They visit new teachers and observe them teaching actual lessons. The new teachers receive
three days of release time per year and create an individualized assessment plan with the help of
their expert teacher. The individual assessment plan targets areas of improvement for the new
teacher using nonjudgmental feedback and data from observations (Pardini, 2000).
Montgomery Township in New Jersey created an induction program focusing on the
recruitment and retention of high-quality candidates (Sargent, 2003). Their induction program
aims to recruit and hire the best candidates, provide professional development, and empower
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new teachers to contribute to the school community. Montgomery Township coordinators model
effective instructional techniques such as Think Pair Share, K-W-L, Carousel Activity, and the
Gallery Walk. The Montgomery induction program boasts a 99% retention rate of new staff.
Educators in Japan are working on collaboration between the teacher training at the
university level and teacher induction at the local school-board level. It seems that the
universities and the induction programs lack cohesion and need to work together to train a new
teacher successfully into an effective professional (San, 1999).
In Oakland County, Michigan, the induction program trains mentors; provides 15 full
days for mentors and protégés to work together; and provides in-services on classroom
management, student discipline, time management, assessment, and differentiation. New
teachers and mentors write individualized development plans (IDP) that focus their efforts for
the school year (Mills et al., 2001).
Teacher induction programs implemented throughout the United States and other
countries make teacher quality and retention a priority. In 1988, the CFSAST became a statemandated and state-funded induction program that uses formative assessment of teacher practice
through structured activities carried out with the help of experienced and trained mentors
(Gitomer, 1999). Gitomer (1999) believes, “First-year teachers proceed through 10 activities
that include the planning, development, and analysis of instructional activities; the assessment of
student work; and the analysis of classroom practice that includes observation by the support
provider” (p. 272). The entire program is a standards-based induction program that aligns with
the California standards for teaching. The program was evaluated in 1992 by the California New
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Teacher Project, and the teacher induction program was particularly successful in motivating and
setting high expectations for students from diverse backgrounds. Retention of minority teachers
and teachers in difficult-to-staff urban and rural schools was particularly high (Olebe, 2001).
Upon review of the findings in 1992, the CFSAST has branched from a pilot program to
implementation throughout the entire state of California.
With a teacher shortage on the horizon, Michigan’s State Board of Education mandated
that schools implement a mentoring program designed to support new teachers during their first
three years of teaching (Mills et al., 2001). Some of the mandated requirements are an IDP for
every teacher, formalized training of mentors, and a yearly formal evaluation. The IDP is a
collaboration between the new teacher and the mentor. The IDP includes plans for research
about teaching strategies, classroom application of the strategies, staff development, and
validation of outcomes (Mills et al., 2001). This teacher induction plan focuses on teacher
development through the use of mentors who can help guide new hires through the first three
years of teaching. This study focuses on the Oakland County school district that is one of the
richest in the state. Oakland County paid the mentors $300 to $500 annually for their time and
effort. Mills et al. (2001) make a point that the affluent nature of the school district they used as
an example should not limit the effectiveness of the induction program. They cite that the
poorest school system in Oakland County, Michigan, has adapted the induction program on a
more economical level and has been quite successful.
Quakertown Pennsylvania Community School District created a new teacher academy.
The program extends for five years and adds 15 contractual days to the school year for new
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teachers. Year 1 in the program is designed to acculturate new teachers to the curriculum,
standards, district, school, classroom management, technology, and how to teach in the 90minute classroom. The second- and third-year teachers spend an entire week on instructional
practices that impact student learning. Quakertown focuses on Danielson’s (1999) framework
for teaching and Marzano’s work on dimensions of learning. Years 4 and 5 focus on
differentiation, graduate coursework, and pursuing individually chosen professional learning
(Beerer, 2002). A reflective component in Quakertown is the feedback loop used to improve the
new teacher academy. The administrators, veteran staff, and new teachers review the program
and continually look for ways to meet the needs of new teachers.
Wong (2004) believes that there are several similar components that successful induction
programs must do:


Begin with an initial 4 or 5 days of induction before school starts;



Offer a continuum of professional development through systematic training over a
period of 2 or 3 years;



Provide study groups in which new teachers can network and build support,
commitment, and leadership in a learning community;



Incorporate a strong sense of administrative support;



Integrate a mentoring component to the induction process;



Present a structure for modeling effective teaching during in-service and
mentoring;



Provide inductees opportunities to visit demonstration classrooms. (p. 48)
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The examples in Michigan, California, and Pennsylvania would not have been successful
without the support of the district and schoolwide support of the teachers and administrators.
Feiman-Nemser (2003) believes that districts need to endorse an induction program explicitly
before it can be successful. She also believes that schools should view induction as a shared
responsibility. If the administration and teachers do not support induction, new teachers are left
in isolation to succeed or fail on their own with no supports.
Texas implemented the BTIM program in 2007 to increase the retention rate of beginning
teachers. There are over 470 participating BTIM campuses throughout the state of Texas. The
goals for the BTIM program are “(a) increase beginning teacher retention, (b) improve beginning
teacher performance, and (c) improve overall student achievement” (ICF International, 2009, p.
2).

Research on Induction
Ingersoll and Strong (2011) recently reviewed all of the existing empirical studies that
evaluated the effects of teacher induction. The overall consensus from the existing empirical
studies was as follows: “Induction has a positive effect. Most of the studies that looked at the
effect on teachers’ job satisfaction, commitment, and retention found positive effects on
beginning teachers who participated in some kind of induction” (Ingersoll, 2012, p. 6).
Ingersoll also uncovered data that showed that induction can train and retain teachers and
improve instruction. The empirical research also revealed that the types of support vary in
induction programs. The content, intensity, and duration of an induction program determines the
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effect by how much induction is offered and the length of time in which a teacher participates.
Ingersoll and Strong (2011) found through research on teacher induction that multi-year,
comprehensive induction programs accelerate the growth of new teachers, lower attrition rates
and improve student learning.
Ingersoll, Merril, and May (2012) examined data from the NCES’s nationally
representative 2003-2004 Schools and Staffing Survey. The study focused on teachers in their
first year of teaching, when teacher attrition is at the highest level of concern. This particular
study asked new teachers the following question: “Do the kinds and amounts of education
preparation that new teachers receive before they begin teaching affect whether they remain in
teaching?” (p. 31). This study found teachers who received less pedagogical training were more
likely to leave the teaching profession. Ingersoll et al. found that “pedagogy was strongly related
to teacher attrition. Beginning teachers who had taken more courses in teaching methods and
strategies, learning theory or child psychology, or materials selection were significantly less
likely to depart” (p. 33).
In particular, science and math teachers left the profession at a higher rate than all other
teachers. Ingersoll et al (2012) study found science and math teachers tended to have taken less
pedagogical classwork, methods, and strategies than did teachers in other disciplines. Teachers
receiving less or no pedagogy were more than twice as likely to leave the profession after the
first year. This study uncovers the importance of teacher preparation focused on pedagogy prior
to the start of a teaching career.
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Another research study conducted by the Educational Testing Services (ETS) in 2004
found improved student achievement was correlated with participation in the California BTSA
program (NCTAF, 2005). Teachers who participated in the BTSA experienced higher student
achievement compared with teachers who did not participate in the BTSA.
In 2004, the U.S. Department of Education’s Institute conducted a large-scale evaluation
of comprehensive teacher induction. The purpose of the study was to determine a difference
between a comprehensive teacher induction program and an informal teacher induction program.
The U.S. Department of Education contracted the research to Mathematica Policy Research to
conduct the randomized experiment. Participating were 418 elementary schools in 17 urban
districts. Each school drew a lottery number, either 1 or 2, with those that drew a 1 belonging to
the group that received a comprehensive induction program and those that drew a 2 belonging to
the control group that received an informal induction program (Glazerman et al., 2010). The
comprehensive services were provided by the ETS of Princeton, New Jersey, and/or the NTC of
the University of California at Santa Cruz. Schools that received a 1 in the lottery were able to
choose their teacher induction provider. Schools that received a 2 in the lottery were to fund
their induction programs with building and district funds. This study looked at the teachers
during their first four years in the teaching profession.
The key findings of the study were that teachers who participated in a formalized
induction program received more support than did the informal participants. Teachers who
participated in a formalized induction program for three years experienced a positive and
statistically significant impact on student achievement (Glazerman et al., 2010). The data in this
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study show the importance of using a formalized induction program for at least three years to see
significant impact on student achievement. Ingersoll (2012) found that induction could help
retain teachers and improve instruction. The data vary depending on the content, duration, and
intensity of the induction program. Ingersoll and Smith (2003) found that one of the major
factors in teachers leaving the profession was lack of adequate support from school
administrators. Gless (2012) states that there is a growing body of research that shows that
teachers who were supported in a comprehensive teacher induction program for at least two
years demonstrate significantly higher learning gains.
The NTC conducted an annual induction program survey of beginning teachers who
received support in their first year of teaching. They used over 200 surveys from beginning
teachers who received regular support in their first year of teaching. The beginning teachers who
were surveyed reported that the teacher induction support they received during their first year of
teaching advanced their teaching practice and student learning. The survey included 40
classroom observations, 10 interviews and focus groups, and two case studies of beginning
teachers, mentors, classroom teachers, and administrators. All parties involved in the survey
agreed on the importance of a strong teacher induction experience that focused on supporting
beginning teachers, classroom management, analyzing student work, and differentiation of
instruction.
The NTC conducted a randomized control trial in 2012 that compared new teachers who
participated in an approved NTC teacher induction and mentoring program with new teachers
who participated in a traditional program. The results showed new teachers who participated in
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an NTC-approved induction and mentoring program for one year had students who gained an
average of two to three months of additional learning compared with new teachers who were in a
traditional program. New teachers who participated in an NTC-approved induction and
mentoring program for two years had students who made an additional three to five months
additional learning compared with new teachers in a traditional program (Picucci, 2016). The
students benefited from the supports provided from the NTC-approved teacher induction and
mentoring program.
Research by Strong and Fletcher (2004) highlights how novice teachers’ English
Language Learner (ELL) classes supported by a comprehensive teacher induction and mentoring
program showed achievement gains similar to classes taught by more experienced teachers.
Strong and Fletcher (2004) used the SAT9 test to compare novice teachers’ academic gains
compared with those of veteran teachers. This research was a part of the Santa Cruz/Silicon
Valley New Teacher Project comparing ELLs’ academic performance on the SAT9. Strong and
St. John (2001) conducted a similar study and found that new teachers’ retention rates were
above the state and national averages. Strong and St. John also found that new teachers,
supported with a comprehensive induction and mentoring program, outperformed more
experienced teachers. They equated the novice teachers outperforming the experienced teachers
with a cost savings to districts because the more experienced teachers make more money.
Kapadia et al. (2007) and the Consortium on Chicago School Research conducted a study
of first- and second-year elementary and high school CPS teachers who participated in teacher
induction programs. The study looked at the effects of teacher induction programs on
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elementary and high school CPS teachers. In the spring of 2005, Kapadia et al. sent surveys to
all CPS elementary and high school teachers to look at the influences of teacher induction on
teachers’ reports of the quality of their teaching experience and whether they plan on remaining
in the same school. There were 1,737 CPS teachers who received the survey and 962 who
participated in the study. The key findings of this study were as follows:


In general, novice teachers are positive about their teaching experience.



Many individual, classroom, and school factors, most particularly the number of
students with behavioral problems, are strongly associated with novices’ plans to
continue teaching.



A welcoming faculty that assists new teachers and the strength of school
leadership are the two school-level factors that have the greatest influence on
novices’ reports of good teaching experiences and intentions to continue teaching.



Reports of the quality and perceived helpfulness of various induction activities,
such as mentoring and supports, are highly predictive of novices reporting a good
teaching experience and planning to continue teaching, regardless of where the
activities originate. For instance, new elementary teachers receiving strong levels
of support are twice as likely to report having a good experience than peers
receiving low levels, and new high school teachers receiving strong levels of
support are almost three times as likely to report a good experience. (p. 2)

One of the findings in this study, the presence of strong leadership, is a topic that is examined
within the review of literature.
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Administrators’ Role
One important factor in the success of new teachers during their first years in a building
is the support of the administrator. Goldrick (2016) states, “School administrators play a key
role in new teachers’ success and growth. When new teachers find supportive, skilled school
leaders who can help them grow professionally and improve classroom instruction, they are
much more likely to stay at their school and become better instructors” (p. vi). Moir (2012)
believes that engaging school leaders is a key part of a successful teacher induction program.
After teachers, school leaders are the second most important component of student success.
Gless (2012) found that a comprehensive teacher induction program needs the support of strong
program leaders. The school leaders need to have a vision that reaches beyond the beginning
years of teaching. Moir (2009) believes that principals have the opportunity to create safe,
caring, and ambitious learning environments that in turn serve and retain new teachers.
Principals take the time to work with the mentors to help create an environment of collaboration
between veteran teachers and new teachers. Heffner (2009) states, “The principal has a key role
in teacher induction. To close the achievement gap, it must be a top priority to create an
environment where novice teachers are welcomed and nurtured to become successful” (p. 6).
Heffner (2009) believes it all starts and ends with the principals. They have the
opportunity to create an inclusive and supportive culture and climate for new teachers.
Principals take the time to visit the new teachers’ classrooms and give valuable feedback on how
to improve as educators. Principals must be the “chief learners” in the building, modeling
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learning for new teachers and the entire building. Moir (2009) states, “Regardless of the
structures or model, effective, high-quality induction requires active participation of the
principals” (p. 3). Grossman and Davis (2012) reference a number of studies in which
researchers found lower rates of teacher turnover among new teachers who had access to wellmatched mentors, principal support, and an effective induction program.
Cherian and Daniel (2008) reviewed a number of studies that identified lack of support
from the school principal as the number one reason to leave the teaching profession. Cherian
and Daniel conducted a small-scale pilot study in which they investigated the role of school
principals in the induction of new teachers in Ontario, Canada. The entire province of Ontario
began the implementation of new teacher induction programs during the pilot study. Cherian
and Daniel found great importance of the principal in the new teacher induction program because
new teachers are more influenced by the context, support, culture, and climate of their new
school than by teacher preparation programs. Wood (2005) found that novice teachers turn
primarily to principals for guidance and direction on performance. When new teachers have
received guidance, direction, and feedback from the principal, they believe they can graduate
from being students of teaching to actual teachers. If new teachers do not receive guidance and
feedback from their principal, they are more likely to encounter problems, leave the school, or
leave the profession altogether. Wood (2005) has done extensive research on the principal’s role
in teacher induction and found five key leadership roles of the principal in teacher induction: (1)
culture builder, (2) instructional leader, (3) facilitator of mentors, (4) recruiter of new teachers,
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and (5) advocate for new teachers. The principal is a vital component in creating a supportive
new teacher induction structure at any school.
Pinto et al. (2012) conducted a study focused on the school administrators’ perspectives
on teacher induction in the province of Ontario, Canada. The study interviewed over 41 school
administrators’ perceptions about new teacher induction. The study found that school
administrators placed emphasis on classroom management, organization, teaching, learner
differences, policy, curriculum, and culture- and ministry-mandated competencies.
Perie and Baker (1997) conducted a study of K-12 teachers in the public and private
schools, focusing on factors that increase teacher satisfaction. Perie and Baker found that
administrative support and leadership are two of the most important working conditions
associated with teacher satisfaction. Patrick (2007) conducted a study of workplace satisfaction
on teachers and found that administrative support was identified as integral to teacher
satisfaction. In 2016, the Learning Policy Institute found teachers tend to leave the profession
due to unsatisfactory teaching conditions, administration, high-stakes testing and accountability
demands (Will, 2016a). Administrators are one of the most important factors for teachers to stay
and continue in the profession. Administrators set the tone, culture, and climate of every
building.
Kapadia et al. (2007) identified one of the key findings of their study: “A welcoming
faculty that assists new teachers and strength of school leadership are the two school-level
factors that have the greatest influence on novices’ reports of good teaching experiences and
intentions to continue teaching” (p. 2). The Kapadia et al. study identifies strength of school
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leadership as one of the most important school-level factors for new teachers staying in the
profession. The study defines school leadership as principal–teacher relationship, teachers’
involvement in the decision-making process, and the principal’s instructional leadership.
Kapadia et al. found school leadership to be a critical factor to the success of novice teachers.
Novice teachers working with strong leaders are more likely to work with leadership, report a
positive experience about teaching, plan to remain in the same school, and continue teaching
altogether. New elementary teachers were influenced most by encouragement and assistance
from their principal. Principal support influenced new high school teachers as well, but not at
the level of elementary teachers. Teacher induction coupled with the support of administration
has been found to help train and retain new teachers.
The NTC (2016b) believes that administrators set the tone for success for beginning
teachers. Administrators pair up new teachers with competent and capable mentors, create a
positive student-centered culture and climate in the building, and control the professional
learning for all teachers in the building. The NTC suggests that administrators learn about the
needs of beginning teachers and implement induction programs that will ensure a supportive and
successful experience for all new teachers.

Job Satisfaction
Teacher satisfaction plays a major role in the retention of highly qualified teachers. If a
teacher is not satisfied with his or her job in the first five years, it is highly likely that he or she
may leave the profession. It is important to understand what helps increase teacher satisfaction
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during the beginning years. Scott, Cox, and Dinham (1998) believe that the decline of teacher
satisfaction is correlated directly with increased workload, scrutiny, accountability, criticism, and
the public devaluation of education in general. Ma and Macmillan (1999) believe teacher
satisfaction can be linked to three factors: teacher competence, administrative control, and
organizational structure. The three factors can help increase and decrease teacher satisfaction.
In 2009, the State of Texas conducted an evaluation of the BTIM program (ICF
International, 2009). The evaluation uncovered increased teacher satisfaction due to
participation in the BTIM program. The administrators and teachers surveyed revealed higher
levels of teacher satisfaction and retention due to the BTIM program. Site visit data also
indicated that BTIM teachers expressed satisfaction in their jobs and an increased willingness to
continue teaching compared with beginning teachers who were not a part of the BTIM program.
The ICF International evaluation found that beginning teachers’ job satisfaction was a significant
predictor of teacher retention (ICF International, 2009).
In a survey of over 10,000 educators, Ingersoll (2001) found job dissatisfaction to be one
of the major reasons for teachers leaving the profession. Forty-two percent of all departing
teachers listed job dissatisfaction as the number one reason for leaving the teaching profession.
Ingersoll, Merril, and Stuckey (2014) found that the most frequently cited reasons of
dissatisfaction were the variety of schools, working conditions, salaries, classroom resources,
student misbehavior, accountability, opportunities for development, input in decision making,
and school leadership.
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Vroom (1964) defines satisfaction as a function of the relationship between the strength
of an individual’s “need” for participation and the amount perceived to be necessary to the job.
Locke (1968) defines a job as “not an entity but an abstraction referring to a combination of tasks
performed by an individual in a certain physical and social context for financial remuneration”
(p. 27). Locke defines job satisfaction as “the pleasurable emotional state resulting from the
appraisal of one’s job as achieving or facilitating the achievement of one’s job values” (p. 10).
Perie and Baker (1997) believe that “job satisfaction is an affective reaction to an individual’s
work situation” (p. 2).
Kim and Loadman (1995) surveyed over 2,054 classroom teachers and found job
satisfaction to be one of the deciding factors in staying in the teaching profession. They found
that job satisfaction of teachers was both intrinsic and extrinsic and that professional autonomy
and professional challenge, interaction with colleagues, and interaction with students were
intrinsic variables of job satisfaction. Teachers who had a high sense of autonomy and
experienced challenges in the profession were more satisfied with their jobs. Relationships with
colleagues were a large factor in the intrinsic motivation of teachers. Teachers who believed
they were a part of a family/community were more satisfied. Last, teachers had higher
satisfaction because they had the opportunity to work with students and help them grow and
learn on a daily basis. The extrinsic variables in teacher job satisfaction were working conditions
and salary. When working conditions are more favorable, satisfaction levels increase. Teachers
want to be able to help students learn and want the working conditions to be conducive to
learning. Salary is an extrinsic motivator that seems to make a difference in teacher satisfaction.
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Kim and Loadman found that pay and teacher satisfaction were significantly related in the
findings.
Ingersoll et al. (2014) researched reasons for teachers leaving the profession during the
2007-2008 school year, and they found that 45.3% of the teachers left the profession due to
dissatisfaction with their jobs. Dissatisfaction with the teaching profession was associated with a
variety of working conditions, salaries, classroom resources, student misbehavior, accountability,
opportunities for development, input in decision making and school leadership.
Perie and Baker (1997) believe that focusing on policies related to teacher satisfaction
can improve the quality of education in U.S. schools. They found that a safe working
environment, supportive administration, and involved parents are connected to teacher
satisfaction. Patrick (2007) conducted a study on teacher workplace satisfaction and found
administrative support, student behaviors, work atmosphere, autonomy, and efficacy to be the
most integral factors of teacher satisfaction. The study of teacher satisfaction can help uncover
valuable components to any teacher induction program to help reduce the high turnover rate of
new teachers.

Teacher Pay
The study of workers’ satisfaction with their pay/salary dates back to the 1930s.
Hoppock’s (1935) semiannual study of job satisfaction revealed that 44% of the teachers
surveyed were satisfied with their pay. In 2012, the 28th Annual MetLife Survey of the American
Teacher found that 35% of the teachers surveyed were satisfied with their pay/salary (Heitin,
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2012). The 35% of the teachers who were satisfied with their pay was consistent with the data
from the MetLife Survey for the preceding 20 years. Sixty-five percent of the teachers surveyed
did not believe that the pay they received matched the demands of the job. The data from this
survey came from telephone interviews of 1,001 U.S. public school teachers conducted in 2012
by Harris Interactive on behalf of MetLife Inc. From 1935 to 2012, the percentage of teachers
who were satisfied with their pay declined from 44% to 35%. Traditionally, teachers have not
been satisfied with their pay/salary.
Currall, Towler, Judge, and Kohn (2005) conducted a survey that examined the link
between job satisfaction and pay satisfaction. Currall et al. found that the actual pay level of a
teacher did not moderate a relationship with teacher satisfaction but found that teachers associate
many factors in their overall pay satisfaction: pay structure, benefits, and pay raises. Teachers’
salary is traditionally low in the beginning, so teachers associate benefits, pay levels, and pay
increases with their pay satisfaction. Teachers do not isolate their salary as the only factor in pay
satisfaction. Teacher compensation structures have been designed to embrace long-term career
commitments with a single school district and early retirement. Carroll and Foster (2010)
estimate the average retirement age of teachers to be between the ages of 55 and 59.
Experienced teachers are forced to choose between teaching and retirement due to the current
salary/pay schedule that districts across the country have adopted. Traditionally, teachers start
with a lower salary but are able to retire earlier than other professions and have pensions that
encourage early retirement.
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Ingersoll (2015) believes that teacher pay/salary is not the main factor for teacher
turnover but is an important factor. Perie and Baker (1997) found that teachers’ salary and
benefits did contribute to teacher satisfaction. They found that the higher the salary and the
better the benefits, the more satisfied the teacher.

Teacher Satisfaction and Level Taught
A number of studies have focused on the level of teacher satisfaction related to the grade
level taught. Perie and Baker (1997) conducted a study on teacher satisfaction of K-12 private
and public school teachers for the U.S. Department of Education. One of their findings was that
elementary school teachers tend to be more satisfied than secondary school teachers. This
particular study considered elementary school teachers as teaching Grades K-6 and secondary
school teachers as teaching Grades 7-12. Perie and Baker found that secondary teachers in
public and private schools were more satisfied when they experienced parental support. The
more parental support, the more satisfied the secondary teachers.

Generational Research on the Workforce
Currently, the teaching profession is made up of teachers from the following three
generational categories: Baby Boomers, Generation Xers, and Millennials. Klienhans,
Chakradhar, Mueller, and Waddill (2014) state that three generational categories are competing
in the workforce: Baby Boomers (born 1946-1964), Generation Xers (born 1965-1981), and
Millennials (born 1982-1999). The U.S. Census Bureau defines the years that define the three
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generations in the workforce: Baby Boomers (born 1946-1964), Generation Xers (born 19681979), and Millennials (born 1982-2000). Tolbize (2008) believes that the Baby Boomers were
born between 1946 and 1964, Generation Xers were born between 1968 and 1982, and
Millennials were born between 1978 and 2002. Sullivan, Forret, Carraher, and Mainiero (2009)
have the following birth years for the three generations in the workplace: Baby Boomers, born
1946-1964; Generation Xers, born 1965-1983; and Millennials, born 1984-2002. Generally, the
birth years that make up the three generations vary. For this particular study, the birth date years
from Kleinhans et al. (2014) are used to define the Baby Boomers, Generation Xers, and
Millennials.
The Baby Boomer generation received its name because of an additional 17 million
babies born compared with previous census figures (O’Bannon, 2001; Tolbize, 2008). Klienhans
et al. (2014) believe that the Baby Boomers are typically viewed as loyalists, accompanied by a
strong team-oriented work ethic, and are often idealistic. Tolbize (2008) characterizes Baby
Boomers as individuals who believe hard work and sacrifice equal success. Sullivan et al.
(2009) characterize Baby Boomers as a group of people who are motivated by extrinsic rewards
and who put in the time and effort needed to achieve rewards. The Baby Boomers believe that
they are a special generation and can make change in society. The Baby Boomers grew up in a
post-World War II environment and experienced the 1960s, the Civil Rights Movement,
assassinations, the Cold War, and the 1970s.
Tolbize (2008) reveals that the name “Generation X” came from a Douglass Copland
book about a generation of individuals who come of age at the end of the 20th century. Ballone
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(2007) describes the Generation Xers as the “Me First” Generation. Broom (2010) and Hahn
(2011) characterize Generation Xers as a self-sufficient group of individuals who grew up as
“latch-key” children with working mothers. Generation Xers typically value quality of life, are
adaptive to change, and opt to work alone as opposed to working with a team. Tolbize (2008)
and Sullivan et al. (2009) believe that the Generation Xers aspire to find a balance between work
and personal life and are independent and more self-reliant than any other previous generation.
Generation Xers are children of older Baby Boomers who grew up amid a time of economic
uncertainty and the demise of the traditional American family. O’Bannon (2001) believes the
Generation Xers were influenced by MTV, video games, and computers and became accustomed
to instant feedback.
Millennials, unlike the previous two groups, embrace the use of technology in their lives.
They were born with the internet, computers, social media networks, and smart phones
(Klienhans et al., 2014). Taylor (2007) describes Millennials as “digital grazers” due to their
ability to filter information and multitask. Tolbize (2008) and Sullivan et al. (2009) believe that
one of the most frequently reported characteristics of the Millennials is their comfort and
expertise with technology. The Millennials were raised in nurturing home environments with an
emphasis on self-worth and diversity (Ballone, 2007). This generation has been shaped by
parental excess, computers, and technology advances (Tolbize, 2008). Taylor (2007) found
employer–employee dissatisfaction in the workplace among Millennials. The Millennials tend to
lack workplace readiness skills, have inflated self-esteem, lack the ability to take constructive
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feedback, and have poor communication skills in the workplace. Twenge and Campbell (2008)
believe that Millennials demonstrate higher self-esteem, narcissism, anxiety, and depression.

Teacher Shortage
According to a recent report from the Learning Policy Institute, there is a national teacher
shortage on the horizon. During the 2015-2016 school year, there was a shortage of 60,000
teachers nationwide. Thirty-two states reported teacher shortages in mathematics, science,
English language learners, and special education. One of the solutions to the current teacher
shortage is providing new teachers with approved mentoring and induction programs (Will,
2016a). There are a number of states that have turned to legislation, funding, and lowering the
requirements for teaching certification. The states that have experienced the decline in their
teaching pool are Arizona, Indiana, Oklahoma, Hawaii, and Nevada (Will, 2016a). The teaching
profession has lost between 30% and 50% of new teachers within their first through fifth years
(Danielson, 1999). Gray, Taie, and O’Rear (2014) conducted a Beginning Teacher Longitudinal
Study and found that nearly one in five classroom teachers are in their first three years of
teaching. Gray et al. found evidence that new educators are staying on the job longer with
support in the form of induction and mentoring. Goldrick (2016) believes the increase in teacher
retention can be directly linked to the states and school districts throughout the United States
paying attention to teacher induction programs. In the state of California, the number of college
students entering the teaching profession has dropped by 55% between the years of 2008 and
2013 (Ellison & Fensterwald, 2015). California has experienced an increase of almost 20% in
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the usage of interns to fill full-time teacher positions. “Interns” are college students who have a
minimum of 120 hours of preparation but who have not fully completed their teacher preparation
programs. The use of interns is another example of how the teacher shortage has become a
reality for states such as California.
Freedberg (2015) states that registered voters of California recognize the emerging
shortage of K-12 teachers as a very serious problem for California. A survey was conducted by
EdSource and the Learning Institute using random sampling of 1,002 registered California
voters. Telephone interviews were used to conduct the survey during late September and early
October 2015. Sixty-four percent of the survey participants believe that the shortage of K-12
teachers in California is a serious problem. The same survey found that 94% of the registered
voters surveyed believe that it is important to make sure that all new teachers receive rigorous
preparation before teaching.
The president of the American Federation of Teachers (AFL-CIO) referenced lower
enrollment in teacher preparation programs nationwide (Weingarten,2016). The teaching
profession loses 40% to 50% of new teachers within their first five years of teaching. The NEA
and Randi Weingarten believe that the lack of teachers in preparation programs and the 40% to
50% who leave the profession in the first five years will result in a teacher shortage that will turn
into a nationwide crisis.
North Carolina has seen a reduction of almost 20% in their teacher preparation programs,
along with states such as New York and Texas (Westervelt, 2015). Indiana has seen a reduction
in the issuing of new teacher licenses by 90%. The State of Indiana issued 7,500 teaching
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licenses in 2007-2008 but issued only 934 in 2013-2014 (Associated Press, 2015). Ball State
University has seen a reduction of students in the teaching preparation programs, with a drop of
45% in the past decade.
Ingersoll, Merril, and Stuckey (2013) wrote:
Education experts have long predicted that a teacher shortage would result from the
“graying” of the teaching force as the baby boom generation approached retirement.
Such warnings continue today, but the report’s data show the graying process has nearly
run its course. Overtaking it is an opposite and previously unrecognized trend—
“greening,” a vast increase in the proportion of teachers who are beginners. (p. 8)
Ingersoll et al. (2014) analyzed data from the U.S. Department of Education’s Schools
and Staffing Survey and Teacher Follow-Up Survey and came to the conclusion that America’s
teaching force has gone from gray to green. In the late 1990s, the average teacher had 15 years
of teaching experience. Now the average teacher has one year of experience. The greening of
America’s teaching force was created by the retirement of the Baby Boomers and the increase in
the number of teachers added to the profession. In the late 1980s, there was an average increase
of 65,000 new teachers to the profession. Between the years of 2006 and 2010, there was an
average of 200,000 new teachers added to the profession. Ingersoll et al. (2013) called the added
number of teachers to the profession the “ballooning of the teaching force” (p. 8). The
ballooning of the teaching force leveled off between 2008 and 2012 due to the economic
downturn. Ingersoll et al. (2014) believe that the ballooning of the teaching force could continue
as the economic forecast improves. According to the 2011 Census Bureau, K-12 teachers form
the largest occupational group in the country. The increased number of teachers to the
profession and the retirement of the Baby Boomer population have put a strain on the teaching
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profession, making it younger and greener. Ingersoll et al. (2014) believe that the high levels of
teacher attrition and the ballooning of the workforce have contributed to the instability of the
teaching profession. The numbers of teachers entering and leaving the profession have both
grown in recent years.

Teacher Retention Rate
Martin, Chiodo, and Chang (2001) believe that beginning teachers are faced with more
classroom-related problems than are their experienced counterparts. Mader (2016) reviewed
multiple studies on new teacher attrition rates and estimates that new teachers leave the
profession within the first five years at a 17% and 47% rate. Clement (2000a) also states that
there is an increasingly high dropout rate for new teachers. According to a 2008 Alliance for
Excellent Education issue brief, over 157,000 men and women leave the teaching profession
every year. Another 232,000 teachers move from one district to another in search of better
working conditions. These numbers do not include retirees, leading to an estimated 12% of the
teaching workforce turning over annually (Alliance for Excellent Education, 2008). If the annual
turnover of 12% is extrapolated by five years, then the education profession is looking at a
teacher turnover rate of 40% to 60% in new teachers’ first five years in the profession.
Ingersoll et al. (2014) found that 41% of teachers leave the profession or their original
school within the first five years of teaching. The percentage of first-year teachers leaving the
teaching profession rose from 9.8% in 1988–1989 to 13.1% in 2008-2009. First-year teachers
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are leaving the profession approximately 3% more than a decade earlier. There is a need to
attract and retain the teachers who enter the teaching profession.
According to Mills et al. (2001), school systems are experiencing a shortage of teachers.
Ingersoll and Smith (2003) believe that high turnover of teachers in schools affects staffing and
harms student performance. Hare and Heap (2001) estimate that over 50% of new teachers will
leave in their first five years of teaching. In the era of accountability, teacher retention can be
one of the most effective ways to improve student academic performance. A recent study from
Columbia University Teachers College states that the teacher shortage is not due to lack of
teachers but due to a 40 % dropout rate of new teachers during the first seven years of teaching
(Ingersoll & Smith, 2003). The NCTAF recommends restructuring the first years of teaching to
resemble a medical residency (Smith, 2002). Unlike law and medicine, education certifies
teachers and sends them into classrooms with no experience in running their own classrooms.
Pardini (2002) believes that teachers are still signing their contracts, attending a couple of
meetings about rules and regulations, and then thrown into the classroom to fend for themselves.
Pardini maintains that this “sink or swim” approach has not been effective in retaining new
teachers in the profession. One study of teacher induction effectiveness states that 95% of
beginning teachers who experienced support during their induction years remained in the
profession (Wong & Wong, 2001).
One approach to combat the high dropout rate of new teachers is to implement a
systematic teacher induction program. Brooks (1987) believes that:
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local school districts and state departments of education are pressed by citizens, critics,
and educators to develop systematic efforts to ensure that better quality teaching takes
place in the nation’s classrooms. . . . Induction programs at local district levels are
considered by educators as a way to improve the teaching quality. (p. 25)
A nationwide teacher shortage, lack of an apprenticeship model for new teachers, and statistics
stating that teacher induction programs are effective in retaining new teachers are important
factors that have pushed teacher induction to the forefront of educational issues. School districts
throughout the country are implementing induction programs to help train and retain high-quality
teachers.

Retention Data
According to the NTC, teacher induction programs improve teacher retention. Richard
Ingersoll estimates that 40% to 50% of new teachers leave the profession within the first five
years of entry into teaching (Ingersoll, 2012). Ingersoll states the following on teacher turnover
compared with other professions:
All organizations and occupations, of course, experience some loss of new entrants—
either voluntarily because newcomers decide to not remain or involuntarily because
employers deem them unsuitable. Moreover, some degree of employer turnover, job, and
career change is normal, inevitable, and beneficial. However, teaching has a relatively
high turnover rate compared to many other occupations and professions, such as lawyers,
engineers, architects, professors, pharmacists, and nurses. (p. 3)
The NTC conducted a randomized control in 2012 that showed teachers who participated in an
NTC-supported teacher induction and mentoring program had higher levels of retention
compared with teachers who participated in a traditional new teacher program. Teachers in an
NTC induction and mentoring program had retention rates of 86% compared with teachers who
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were not in an NTC induction program at 80% (Picucci, 2016). The Homewood-Flossmoor
High School District in Homewood-Flossmoor, Illinois, implemented a professional
development plan titled “Homewood-Flossmoor University.” The Homewood-Flossmoor new
teacher induction program helped lower the teacher turnover rate from 64% in 1999 to 0% in
2002. The elimination of teacher attrition was credited to Homewood-Flossmoor University
(Wong, 2004).
The U.S. Department of Education released data on beginning teacher attrition and
mobility and found that 90% of the public school teachers who participated in an induction
program with a mentor remained in teaching. Only 77% of teachers remained in teaching who
did not participate in an induction program and had no mentor. Data collection for the third
wave of the Beginning Teacher Longitudinal Study began in January 2010 and ended in June
2010 (Kaiser & Cross, 2011).
Kapadia et al. (2007) cites data from the Illinois Education Research Council that 32% to
40% of all new public school teachers leave the profession in their first five years in the state of
Illinois. In urban areas such as Chicago, teachers leave the profession at a rate of almost 39%.
Kapadia et al. (2007) surveyed over 1,000 CPS high school and elementary teachers who
participated in induction programs. The study found that new elementary teachers who received
strong support through teacher induction were twice as likely to report a good experience as were
peers receiving low levels of support. Another finding from the Kapadia et al. study was that
high school teachers receiving strong levels of support were three times as likely to report a good
experience and planned to remain in the teaching profession. The novice teachers who
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experienced intensive teacher induction at both levels, high school and elementary school, were
more likely to stay at the same school and in the teaching profession compared with novice
teachers who received average teacher induction. The State of Illinois reported its 2015-2016
teacher retention data at 85.8% (Illinois Report Card, 2016). That data includes higher levels of
retention data in the suburban districts compared to lower retention rates in the urban districts.

Cost of Teacher Turnover
In 2007, the NCTAF analyzed the costs associated with teacher attrition. The NCTAF
estimates a cost of $70,000 a year associated with an urban teacher turnover and $33,000 a year
for a suburban teacher turnover (Alliance for Excellent Education, 2008). Kopkowski (2008)
paraphrased the president of the NCTAF, Tom Carroll, who estimated the cost of teacher
attrition as a $7-billion-per-year expense. The cost includes the recruiting, hiring, professional
development, and retaining of new teachers. Barnes et al. (2007) also estimate the cost of hiring,
recruiting, and training new teachers at $7.34 billion a year.
In 2005, a study conducted by the Washington, D.C.-based Alliance for Excellent
Education estimated the cost of replacing public school teachers who dropped out of the
profession was $2.2 billion a year. Adding the cost of teachers who transfer schools increases
the cost per year to $4.9 billion a year (Tomon, 2008). CPS estimate that they lose almost $86
million per year in teacher turnover.
The cost of induction programs often prevents policymakers and administrators from
implementing them. This is evident in many states that have legislation for teacher induction
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programs yet do not fund the initiative. The annual cost associated with a new teacher induction
program can run as high as $6,000 to $7,000 per teacher. This is a small amount of money
compared with the estimated costs of individual teacher turnover in the MPS and CPS systems,
which estimate the cost of individual teacher turnover as $15,352 and $17,872, respectively
(Barnes et al., 2007). The NTC estimates the cost of an induction program to be between $3,500
and $5,500 per new teacher (Silverman, 2007). The Texas Center for Educational Research
conducted a study to quantify the costs associated with the replacement of teachers in Texas.
The study estimates that Texas incurs over $100 million annually to replace new teachers
(Ingersoll & Smith, 2004).
In 1990, a California study put a price tag on the amount of money it takes to hire a new
teacher: $5,000 (Danielson, 1999). If teacher retention can save a district an average cost of
$5,000 per new employee, it is obvious why federal, state, and local tax dollars finance teacher
induction programs across the country. Barnes et al. (2007) estimate that the cost of teacher
turnover varies from state to state, but the average cost in their study ranged from $4,366 to
$17,872. The CPS estimates a loss of $86 million in 2007 due to teacher turnover. There seems
to be a barrier in calculating the exact cost of teacher turnover because school districts’ data
systems stand as a formidable obstacle to managing and controlling turnover (Barnes et al.,
2007). The NCTAF estimates the cost of teacher turnover and attrition:
NCTAF has estimated that, every year, America’s schools lose approximately $2.6
billion to teacher attrition. The figure is based on multiplying the number of teachers
who leave (for non-retirement reasons) by the U.S. Department of Commerce’s estimate
that it costs $12,500 for each lost full time employee. (NCTAF, 2005, p. 8)
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NCTAF found other nonmonetary costs of teacher turnover: lower student achievement,
damaged staff morale, and impediments to schools’ abilities to carry out long-term planning
(Varlas, 2013). According to a 2005 study by NCTAF, districts, schools, teachers, students, and
parents lose when teachers leave the profession by losing momentum of reform initiatives to
improve education. Schools lose continuity and consistency when there are low retention rates
of teachers.
In July 2012, the New Teacher Project (TNTP) released a report titled The
Irreplaceables: Understanding the Real Retention Crisis in America’s Urban Schools (Varlas,
2013). The report took a different look at the teacher retention and teacher shortage crisis. The
report studied over 90,000 teachers across varying urban areas throughout the United States. The
report found urban schools’ inability to retain the “irreplaceable” teachers. Only about 20% of
the teaching force is considered “irreplaceable.” The TNTP defines an “irreplaceable” as a
teacher who is successful at advancing student learning (Varlas, 2013). Tim Daly, president of
TNTP, states, “It’s been a mistake to measure retention in aggregate. When you measure
retention in aggregate, you assume that it’s equally beneficial to retain each teacher, and it’s not.
The real teacher crisis is a failure to retain the right teachers” (Varlas, 2013, p. 2).
Hare and Heap (2001) found that the teachers whom administrators are most interested in
retaining are leaving at an alarming rate. Hare and Heap conducted a study of Midwest
superintendents and found almost 75% of the teachers leaving the classroom are effective or
highly effective teachers. The conclusion of a 2003 NCTAF study, No Dream Denied: A Pledge
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to America’s Children, the NCTAF (2005) stated “The nation needs strategies that will ensure
not just greater rates of retention, but also retention of great teachers” (p. 2).
There is a monetary cost of teacher turnover and the loss of the “irreplaceables” has
paved the way for teacher induction programs throughout the United States. With an increase in
students on the horizon and a decrease in revenues, school districts need to find a way to train
and retain new teachers. That is why 27 states have already turned to teacher induction as a way
to keep qualified teachers in the profession.

Funding
The Oakland County, Michigan, study of teacher induction raises an important question:
How are teacher induction programs funded? In a study of the Mattoon, Illinois, teacher
induction program, funding came primarily from state and local grants that were written for the
goal of teacher retention. David (2000) believes that an effective mentoring/induction program
can be tailored to the available dollars a school district can spend. The California Formative
Assessment and Support System for Teachers was funded by state and local tax dollars by a 3:2
ratio of state dollars to locally matched funds (Olebe, 2001). State and local tax dollars fund
Michigan’s teacher induction program (Mills et al., 2001).
The BTIM program in Texas paid a range of $1,000 to $5,000 annually for each
participating mentor. The State of Texas made available $15 million in grants to support the
BTIM program. Over 470 campuses participated in the BTIM program (ICF International,
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2009). Another Texas example was the Teacher Fellowship Program, established in 1994, which
represents a unique collaboration between a local university in southwest Texas and local school
districts. Teachers receive tuition waivers to complete a graduate degree from the university in
exchange for their 15-month service as mentors to new teachers. This is a collaboration that
does not use taxes to fund the mentoring/induction program (Davis, Resta, & Higdon, 2001).
The State of Texas used a 3-year $10 million grant and a $5 million state match grant to
create and develop the Texas Beginning Educator Support System (TxBESS). The program was
created to help new teachers during their first two years in the profession. The TxBESS program
costs $2,500 per teacher and has a 98% retention rate for teachers trained for two years in the
program (Garza & Wurzbach, 2002).
In 2004, the State of Wisconsin passed legislation PI 34 to mandate Wisconsin’s public
institutions to implement new educator licensure and certification standards. All novice teachers
in Wisconsin were to participate in new teacher induction programs (Howe & Nelson, 2004). In
2006, the State of Illinois tied new teacher induction and mentoring to teaching licensure. All
new educators needed to participate in an approved two year induction and mentoring program to
move from an initial teaching certificate to a standard teaching certificate (ISBE, 2013).
Goldrick (2013) researched the state of Illinois and found that “induction is required for new
teachers under state law only if the state provides funding at a level of $1,200 per beginning
teacher” (p. 9).
The legislatures in Wisconsin and Illinois mandated teacher induction programs as a step
in the right direction, but both were unfunded mandates. The State of Illinois has yet to fund the
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$1,200 per teacher in the eight years the law has been on the books, leaving new teachers to sink
or swim in the profession (Goldrick et al., 2013). Illinois and Wisconsin are not alone in
unfunded, mandated teacher induction programs. Over 38 states have induction programs, but
only two states actually fund the legislative mandates—Ohio and California. According to a
2005 NTC executive summary, “Linking teacher induction to credentialing was an inspired and
effective policy move. It has helped institutionalize induction by tying it to already existing
structures and systems and identifying induction as a professional development/teacher learning
tool” (p. 3).
Illinois had grant money to fund some school districts’ teacher induction programs from
2006-2009. Approximately 60 school districts took advantage of the $10 million in state grant
money. The start of the 2011 school year marked the end of any state grants for teacher
induction in Illinois. The federal RTT grant includes induction funding that supports new
teachers in the 35 participating RTT Illinois districts (Goldrick et al., 2013).
Strong and Villar (2007) researched a medium-sized California school district and found
that a $1.00 investment in a comprehensive induction program produced a return of $1.66 after
five years. This research demonstrates the savings a school district can realize with a highquality teacher induction program. Table 4 identifies the cost benefits and returns associated
with a high-quality induction program in the state of California. Villar and Strong (2007) found
that the benefits of an induction program extend far beyond the monetary savings and retention
of new teachers. They found the biggest benefit of an induction program is the influence on a
teacher practice that can extend the length of a teacher’s career.
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Table 4
Costs, Benefits, and Returns for Teacher Induction
Programs in California (2007)

Entity

Costs

Benefits

Student
$0 $1,926
New teacher
$953 $3,448
District
$4,813 $9,088
State
$7,189 $7,080
Total
$12,955 $21,542

Return
on
$1.00
$3.61
$1.88
$0.98
$1.66

Table 4 demonstrates how high-quality induction programs provide states and school
districts with a cost savings that keeps teachers in the profession and creates more effective
teachers with the potential to increase student learning. When costs and benefits are considered,
the program secures a return after five years of $1.66 for every dollar invested (NTC, 2007).
Glazerman et al. (2010) conducted a randomized experiment involving 418 elementary
schools in 17 urban areas throughout the United States. Their research on teacher induction
uncovered the following:
To support beginning teachers, most districts offer some form of teacher induction or
mentoring, but they often provide a limited set of services in response to an unfunded
state mandate and with modest local resources (Berry et al., 2002; Smith & Ingersoll,
2004). We refer to this usual level of induction support as informal or low-intensity
teacher induction. (p. vi)
Many of the states and districts throughout the United States are implementing teacher induction
but are using local funds to sustain the program. Currently, only two states fund statewide
induction programs: Alaska and Kentucky. The Alaska Statewide Mentoring Project and the
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Kentucky Teacher Internship program are the only two state-funded induction and mentoring
programs in the United States (Goldrick, 2016).

Summary
With a teacher shortage on the horizon, a reduction in student class sizes, a need for
improved teacher training, and the retirement of the Baby Boomer population, reasons are
evident for school districts to implement teacher induction programs. A quality induction
program can act as a catalyst for changing school cultures and improving the teaching profession
(Moir & Gless, 2001). Teacher induction programs are designed for teacher training, support,
and retention (Wong, 2002). Induction starts before new teachers begin their first day of school
and continues into a teacher’s professional lifetime. The amount of money saved from the
retention of new teachers and the use of federal, state, and local tax dollars makes it possible to
fund teacher induction programs across the country. A lack of research exists regarding the
relationship between teacher induction and teacher satisfaction. The focus of this study is to
examine the relationship between middle school/junior high school teacher induction and teacher
satisfaction.
The literature review focused on the definition of teacher induction, characteristics of
successful induction programs, research on induction, administrators’ role, job satisfaction,
generational research on the workforce, teacher shortage, teacher retention rate, retention data,
cost of teacher turnover, and funding.

CHAPTER III
METHODOLOGY

The purpose of the present study is to assess the relationship between participation in
teacher induction programs and middle school teacher satisfaction. Specifically, this research
study focuses on the relationship between participation in ISBE teacher induction programs and
teacher satisfaction of middle school/junior high school teachers.
This chapter describes the methodology used in this study. It describes a rationale for the
quantitative approach. This chapter also describes the methodology and survey used for data
collection and the reliability and validity of the study. Finally, the chapter describes the scope
and limitations of this study.

Methodology
The purpose of the study is to compare employment satisfaction of teachers who
participated in an ISBE induction program to that of teachers who did not participate. Only
middle schools/junior high schools that were members of LUDA were included in the study. All
schools included in the study had an ISBE-approved teacher induction program.
Given the nature of the research focus and the specific research questions, a quantitative
study was deemed appropriate. Quantitative research originates from the postpositive
worldview. Creswell (2009) asserts that the postpositive perspective of research originated in the
late 19th and early 20th centuries. Creswell found that “postpositivists hold a deterministic
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philosophy in which causes probably determine effects or outcomes” (p. 7). Inherent in
the discovery of rules governing this determinism is the “scientific method.” The scientific
method involves an individual with a theory, data collection to support or refute the theory, and
necessary revisions before additional testing (Creswell, 2009). The postpositive worldview is
embedded in all quantitative research.
Glatthorn (1998) defines quantitative studies: “Quantitative studies assume that there is
an objective reality that can be expressed numerically” (p. 33). Creswell (2009) defines
quantitative research as a means for testing objective theories by examining the relationship
among variables. The variables can be measured by instruments, creating data to support or
nullify the hypothesis.
This particular study employs a survey design. A survey design provides a plan for
quantitative trends, attitudes, or opinions of a population by studying a sample of that particular
population (Creswell, 2009). Mertens (2005) believes that surveys are beneficial because they
enable a researcher to collect data from a larger number of people than would be normally
possible.
In a cross-sectional survey, data are collected at one point in time from a sample selected
to describe some larger population at that time. Such a survey can be used not only for
purposes of description but also for the determination of relationships between variables
at the time of the study. (Babbie, 1990, p. 56)
This survey is descriptive in nature because the participants were surveyed at only one point in
time. Descriptive studies establish associations among variables. The outcome variable in this
study is teacher satisfaction. The predictors in this study are gender, number of years of teaching
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experience, grade level taught, school type, participation in an induction program, number of
years of experience in an induction program, year of participation, favorable experience,
ethnicity, highest degree earned, and type of school setting. This survey is cross-sectional in
nature because the data were collected at one point in time (from May 1 to June 1, 2013) and
used to describe some larger population at that time. Babbie (1990) believes “cross-sectional
survey can be used for purposes of description and to determine relationships between variables
at the time of the study” (p. 56).
Trow (1967) researched the use of surveys in the field of education and observed that the
educational setting is nearly ideal for survey research. Trow believes that the educational setting
is ideal for survey research because the subjects are articulate and familiar with questionnaires,
the subjects are easily enumerated and sampled, and questionnaires can be administered in a
controlled environment (Trow, 1967).
In particular, this study demonstrates the following features usually associated with
quantitative studies. This study was concerned with gaining insight into a particular
phenomenon: the relationship between formalized teacher induction programs and teacher
satisfaction. The study centered on one primary question: “What is the relationship between
participation in teacher induction and teacher satisfaction?” The target population for the study
was middle school/junior high school teachers in the state of Illinois. The population consisted
of middle school teachers in the 54 LUDA districts in the state of Illinois.
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Instrumentation
The first section of the survey was used to assess demographic characteristics of the
teachers. The 10 demographic items (DQ) pertain to the various factors that could potentially
contribute to teacher satisfaction, which include the following:
DQ 1

Gender: male or female

DQ 2

Number of years of teaching: 0-4, 5-10, 11-16, 16+

DQ 3

Grade level taught: 6, 7, 8, 9

DQ 4

School type: middle school, junior high school

DQ 5

Length of time in a formalized teacher induction program: One year or
multiple years

DQ 6

Year of participation in a formalized induction program: 1970-2012

DQ 7

Favorable experience in a formalized induction program: Yes or no

DQ 8

Ethnicity: White, Black, Hispanic, Asian, Native American, multiracial

DQ 9

Highest level of degree earned: Bachelor’s, master’s, doctorate

DQ 10

Type of school setting: Rural, suburban, or urban

The quantitative instrument used in this study is the AJDI. The AJDI is an abridged
version of the Job Descriptive Index (JDI). The JDI is unique among measures of job
satisfaction because of its continual revision. The original version of the JDI was published in
1969. The scale was revised in 1985, 1997, and most recently in 2009. The JDI is a quantitative
instrument designed to measure employee satisfaction (Bowling Green State University [BGSU],
2010). The JDI is the foremost recognized job satisfaction instrument in the United States. The
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AJDI was created in 1999 in response to the JDI length of 72 items. The AJDI consists of 33
items yet maintains the reliability and validity of the original instrument. The six facets
measured by the AJDI are work on present job, present pay, opportunities for promotion,
supervision, coworkers, and job in general. The AJDI is designed to measure employees’
satisfaction with their jobs (BGSU, 2010).
Figure 1 presents the AJDI, which consists of five items within each facet (subscale),
totaling 33 items. The item responses on the AJDI are “yes,” “no,” and “?”. Participants select
“yes,” “no,” or “?” in response to each word or short phrase. A “yes” response means that the
adjective or phrase describes the job situation, “no” means that the adjective or phrase does not
describe the job situation, and “?” means that the participant cannot decide. The AJDI is coded
by allocating points to the three responses, 1 = ?, 0 = no, and 3 = yes. One major benefit
associated with the use of the AJDI is the ability to compare scores in this teacher sample with
nationally normative scores of other U.S. professionals.
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Work on present job
Think of the work you do at
present. How well does each of
the words or phrases describe
your work?
Y for “Yes” if it describes work
N for “No” if it does not
describe it
? for “?” if you cannot decide
Satisfying
Gives sense of accomplishment
Challenging
Dull
Uninteresting
Supervision
Think of the kind of supervision
you are given on your job. How
well does each of the following
words or phrases describe your
supervision?
Y for “Yes” if it describes the
supervision you get on the job
N for “No” if it does not describe
it
? for “?” if you cannot decide

Praises good work
Tactful
Up-to-date
Annoying
Bad

Pay
Think of the pay you now
receive. How well does each
of the following words or
phrases describe your work?
Y for “Yes” if it describes
your pay
N for “No” if it does not
describe it
? for “?” if you cannot decide
Income adequate for normal
expenses
Fair
Insecure
Well paid
Underpaid

Opportunities for promotion
Think of the opportunities for promotion
that you have now. How well does each of
the following words or phrases describe
your opportunities?
Y for “Yes” if it describes your
opportunities for promotion
N for “No” if it does not describe them
? for “?” if you cannot decide

People on your present job
Think of the majority of the
people with whom you work
or meet in connection with
your work. How well does
each of the following words
or phrases describe these
people?
Y for “Yes” if it describes the
people with whom you work
N for “No” if it does not
describe them
? for “?” if you cannot decide
Boring
Helpful
Responsible
Intelligent
Lazy

Job in general
Think of your job in general. All in all,
what is it like most of the time? For each of
the following words or phrases describe
what your job is like.
Y for “Yes” if it describes your job
N for “No” if it does not describe it
? for “?” if you cannot decide

Good opportunities for promotion
Promotion on ability
Dead-end job
Good chance for promotion
Unfair promotion policy

Good
Undesirable
Better than most
Disagreeable
Makes me content
Excellent
Enjoyable
Poor

Figure 1. Abbreviated Job Descriptive Index (AJDI) (BGSU, 2010).
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Supporting Research Questions
The primary research question of this study asked, “What is the relationship between
teacher induction and teacher satisfaction?”
Supporting research questions (SRQs) asked:
SRQ 1

Does gender moderate the relationship between participation in a formalized
induction program and teacher satisfaction?

SRQ 2

Does the number years of teaching experience moderate the relationship between
participation in a formalized induction program and teacher satisfaction?

SRQ 3

Does grade level taught by a teacher moderate the relationship between
participation in a formalized induction program and teacher satisfaction?

SRQ 4

Does the type of school moderate the relationship between participation in a
formalized induction program and teacher satisfaction?

SRQ 5

Is length of time in a formalized teacher induction program related to teacher
satisfaction?

SRQ 6

Is the year of participation in a formalized induction program related to teacher
satisfaction?

SRQ 7

Is a favorable experience in a formalized induction program related to teacher
satisfaction?

SRQ 8

Does ethnicity moderate the relationship between participation in a formalized
induction program and teacher satisfaction?
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RQ 9

Does the highest degree of education of a teacher moderate the relationship
between participation in a formalized induction program and teacher satisfaction?

RQ 10

Does the school setting moderate a relationship between participation in a
formalized induction program and teacher satisfaction?

Collection of the Data
The survey was distributed to the 148 LUDA middle schools/junior high school
principals in the state of Illinois. Approximately 5,155 teachers were selected to complete this
survey. The middle schools/junior high schools were selected because they were a part of a preK-12 district, had over 3,500 students enrolled in their district, and were established in Illinois.
Surveys were distributed to the middle school/junior high school principals via an e-mail
message describing the survey’s purpose and participation. The introductory letter was sent in
an e-mail to all middle/junior high school principals on May 1, 2013. Principals had the choice
to participate in the survey by replying to the initial e-mail prompt with the following options:
accept, decline, or no response. Principals who responded to the introductory e-mail were
provided with a request for informed consent via an e-mail message on May 7, 2013. A second
set of e-mail messages was sent out on May 7, 2013, for those principals who did not respond to
the first e-mail. Reminder e-mail messages were sent to principals on May 21, 2013, and May
28, 2013, containing the introductory letter and consent letter.
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Principals who agreed to participate in the survey forwarded the electronic survey and
informed consent form to teachers in their building via e-mail. The completed surveys were
administered electronically using K-12 Insights. There was a hyperlink to the survey included in
the introductory letter, along with a request for informed consent request for both principals and
teachers. The window for survey completion was 29 days, or approximately 4 weeks, May 7 to
June 4, 2013.

Protection of Human Subjects
Through a request for informed consent, it was communicated to each participant that
participation in the survey posed no risk of injury or harm. The request for informed consent that
was sent electronically to the participants is provided in Appendix A. Participants were asked to
read the electronic informed consent form for participation in the study prior to completing the
survey. It was communicated to each participant that completion of the survey was an
acknowledgment and consent for participation. All survey results were confidential, and there
were no foreseen risks for participants in this study.

Reliability
Cronbach’s coefficient alpha, an index that measures how strongly each of the items in
the JDI facet scales are related to the other items on their respective scales, was used to assess
the reliability of scores from the ADJI. Generally, scales with values of Cronbach’s coefficient
alpha of .80 or higher are considered to have high levels of reliability (Bormann, 2011).
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Cronbach’s coefficient alpha values in the five categories of the ADJI were each .88 or higher
(see Table 5).

Table 5
Cronbach’s Coefficient Alpha for JDI Facets
JDI facets
Work
Pay
Promotion
Supervision
Coworkers
Job in general

Cronbach’s coefficient
alpha
.90
.88
.91
.92
.92
.92
Validity

To obtain evidence for the validity for the AJDI, expert review was used as a first step.
BGSU created, piloted, and tested this instrument for over 52 years, creating the new ADJI in
2009. In this particular study, middle school teachers in St. Charles, Illinois, were administered
the survey electronically. St. Charles School District 303 is a member of LUDA, meeting the
criteria as a representative sample of the target population. Three middle schools were selected
for the pilot test of the ADJI: Wredling, Thompson, and Haines. Forty teachers were surveyed
electronically. All three schools had a one-week window of participation, April 23 to April 30,
2013. The pilot was used to assess whether the survey worked effectively.
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Data Analysis
This research yielded quantitative data. The data were analyzed and disaggregated based
on gender, number of years of teaching experience, grade level taught, school type, participation
in a formalized induction program, number of years of experience participating in a formalized
induction program, year of participation, favorable experience, ethnicity, highest degree earned,
and type of setting. The predictor variables were gender, number of years of teaching
experience, grade level taught, school type, participation in a formalized induction program,
number of years of experience in a formalized induction program, year of participation,
favorable experience, ethnicity, highest degree earned, and type of school setting. The outcome
variable in this study was teacher satisfaction as measured by the five facets of the AJDI: work
on present job, present pay, opportunities for promotion, supervision, and coworkers.

Profile Analysis
Multivariate analysis of variance (MANOVA) was utilized in this study. Bray and
Maxwell (1985) define MANOVA as “a generalization of analysis of variance that allows the
researcher to analyze more than one dependent variable. Many times it is of interest to compare
group means on several variables simultaneously, and MANOVA allows the researcher to do
this” (p. 5). Specifically, profile analysis, a form of MANOVA used with multiple dependent
variables measured on a common scale, was used (Tabachnick & Fidell, 2013).
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Scope and Limitations
The focus of this study was limited to the job satisfaction of middle school/junior high
teachers who participated in an ISBE-approved formalized induction program compared with the
job satisfaction of teachers who did not participate. Specifically, the intent was to examine
middle school/junior high teachers’ level of satisfaction in the following categories: work on
present job, present pay, opportunities for promotion, supervision, people at work, and the job in
general. Additionally, gender, number of years of teaching experience, grade level taught,
school type, participation in a formalized induction program, number of years of experience
length of participation in a formalized induction program, year of participation, favorable
experience, ethnicity, highest degree, and school setting were employed as either predictors of
job satisfaction or moderators of the relationship between participation in induction programs
and job satisfaction.

Summary
The purpose of this study was to assess the relationship between teacher induction and
teacher satisfaction. This chapter has explained the methods used in this study. The next chapter
presents the results pertaining to the research questions.

CHAPTER IV
Data Analysis
This chapter presents the data analysis findings to address the following research
questions:
Primary Research Question: “What is the relationship between teacher induction and teacher
satisfaction?”
Supporting Research Questions (SRQs):
SRQ 1

Does gender moderate the relationship between participation in formalized
induction programs and teacher satisfaction?

SRQ 2

Do years of teaching experience moderate the relationship between participation
in a formalized induction programs and teacher satisfaction?

SRQ 3

Does grade level taught by a teacher moderate the relationship between
participation in a formalized induction programs and teacher satisfaction?

SRQ 4

Does the type of school moderate the relationship between participation in a
formalized induction programs and teacher satisfaction?

SRQ 5

Is length of time in a formalized teacher induction program related to teacher
satisfaction?

SRQ 6

Is the year of participation in a formalized induction program related to teacher
satisfaction?
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SRQ 7

Is a favorable experience in formalized induction programs related to teacher
satisfaction?

SRQ 8

Does ethnicity moderate the relationship between participation in formalized
induction programs and teacher satisfaction?

SRQ 9

Does the highest degree of education of a teacher moderate the relationship
between participation in a formalized induction programs and teacher
satisfaction?

SRQ 10

Does the school setting moderate a relationship between participation in a
formalized induction programs and teacher satisfaction?

A comprehensive analysis of the data resulting from the Abbreviated Job Descriptive
Index (AJDI) and the 10 demographic questions was conducted. Descriptive and multivariate
statistics are used to answer the primary research question and 10 supporting research questions.

Sample Characteristics
Table 6 summarizes the demographic characteristics of the sample. The participants in
this study included 297 teachers from 148 middle schools/juniors high schools within the 54
LUDA school districts. LUDA spans all geographic areas throughout the State of Illinois. There
are suburban, rural, and urban districts included in LUDA. Schools were selected due to their
membership in LUDA.
The results in Table 6 show that the majority of the sampled teachers participated in a
formalized teacher induction program (67.5%). A total of 32.5% of the participating teachers did
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not participate in a formalized teacher induction program. Among the 67.5% of teachers who
participated in a formalized induction program, 20.9% had a “favorable” opinion and 34.4% had
a “mostly favorable” opinion of their formalized teacher induction program and about their
formalized induction program. Thus 55.5% of the participants had a mostly favorable or
favorable opinion about their formalized teacher induction program. Results showed that 32.1%
of the teachers who participated in a formalized induction program had a “slightly favorable”
opinion and 12.6% were “not favorable” about their experience in a formalized induction
program.
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Table 6
Frequency Distributions for Induction Participation, Opinion of Program, Gender, Years
Taught, and Grade Level Taught
Variable

Frequency Percent

Teacher induction participation
Yes

197

67.5%

No

95

32.5%

Not favorable

23

11%

Slightly favorable

63

32.5%

Mostly favorable

71

36.6%

Favorable

37

19.1%

Male

59

19.9%

Female

237

80.1%

0-4

28

9.6%

5-10

86

29.4%

11-15

77

26.3%

16+

102

34.8%

Fifth grade

16

5.4%

Sixth grade

75

25.5%

Seventh grade

100

34.0%

Eighth grade

101

34.4%

Ninth grade

2

0.7%

Opinion of induction program

Gender

Years taught

Grade level taught
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Table 6 also shows the majority of the teachers (80.1%) who responded to the survey
were female; 19.9% were male. Teachers who taught for 0 to 4 years made up 9.6% of
respondents. Teachers who taught 5 to 10 years made up 29.4% of the respondents, teachers
who taught 11 to 15 years made up 26.3%, and those who had taught 16 or more years made up
34.8% of the respondents. Grade levels taught were sixth grade (25.5%), seventh grade (34%)
and eighth grade (34.4%), matching the dominant model of middle school/junior high schools as
sixth through eighth grade buildings. Results showed that 5.4% of the participants taught fifth
grade while 0.7% taught ninth grade.

Table 7 indicates that the primary ethnicity of the sample was White (96.6%), 1.4% were
Black, 1.4% were Hispanic, and 0.7% were multiracial.
Table 7
Frequency Distribution for Ethnicity
Ethnicity
White
Black
Hispanic
Multiracial

Frequency
284
4
4
2

Percent
96.9%
1.4%
1.4%
0.7%

Table 8 demonstrates 1.3% of the respondents were from elementary schools, 84.7% of
respondents were from middle school, 8.5% of respondents were from junior high schools, and
5.4% were from “other” school types.
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Table 8
Frequency Distribution for Type of School
Type of school
Elementary
Middle
Junior high
Other

Frequency
4
249
25
16

Percent
1.3%
84.7%
8.5%
5.4%

Table 9 demonstrates the majority (77.0%) of the teachers in this sample participated in a
formalized induction program when they were in their first four years of teaching, 15.5%
participated in an induction program with 5 to 10 years of teaching experience, and 4%
participated with 11 to 15 years of teaching experience. Only 1.4% of the respondents
participated in an induction program at 16 to 30 years experience.
Table 9

Frequency Distribution for Years Experience When Participated in a Formalized Teacher
Induction Program

Years of experience at the point of
participation in a formalized teacher induction
program
0-4
5-10
11-15
16-20
21-25
26-30

Frequency

Percent

174
35
9
4
2
2

77.0%
15.5%
4.0%
1.8%
.7%
0.7%
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Table 10 indicates that suburbs were the dominant type of community for this sample,
with 81.9% in this community type, followed by city or urban community at 14.3% and rural
community at 3.8%.

Table 10
Frequency Distribution for Type of School Setting
School setting
City or urban
Suburb
Rural

Frequency
42
240
11

Percent
14.3%
81.9%
3.8%

Table 11 shows that most participants, 77.4%, had a master’s degree, followed by
bachelor’s degree at 16.2%, and an EdD or PhD at 6.1%.

Table 11
Frequency Distribution for Highest Degree Earned
Highest degree earned
Frequency
Bachelor’s
48
Master’s
230
EdD or PhD
18

Percent
16.2%
77.7%
6.1%

Table 12 shows the frequency distribution for the year a teacher participated in a
formalized induction program. The years from 1970-1999 had single-digit participants or zero
participants in a formalized induction program. The number of teachers who participated in a
formalized induction program grew to double digits from 2000-2012, with an exception in 2001.
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Table 12
Year of Participation in an Induction Program
Variable Frequency Percent
1970
1
0.5%
1978
2
1.0%
1979
1
0.5%
1985
3
1.4%
1986
1
0.5%
1988
1
0.5%
1989
4
1.9%
1990
1
0.5%
1991
2
1.0%
1992
4
1.9%
1993
1
0.5%
1994
3
1.4%
1995
3
1.4%
1996
2
1.0%
1997
4
1.9%
1998
4
1.9%
1999
4
1.9%
2000
11
5.3%
2001
6
2.9%
2002
23
11.0%
2003
11
5.3%
2004
10
4.8%
2005
12
5.7%
2006
13
6.2%
2007
20
9.6%
2008
18
8.6%
2009
11
5.3%
2010
11
5.3%
2011
11
5.3%
2012
11
5.3%
Analysis
The primary research question was approached in two ways. First, the relationship
between participation in induction and job satisfaction was assessed using the General Job
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Satisfaction Score from the AJDI as the outcome variable. Next, the relationship was assessed
again using multivariate profile analysis, in which Work, Pay, Promotion, Supervision, and
Coworker subscales were used to create a “satisfaction profile.” All statistical tests used a
significance threshold of alpha .05. To assess moderating effects, the general satisfaction
measure was used as the outcome variable, and univariate ANOVA was carried out. When
widely disparate group sample sizes co-occurred with inequality of variance, a Welch’s ANOVA
was run.
Table 13
Descriptive Statistics for General Job Satisfaction by
Induction Participation
Induction
program
Yes
No
Total

M
20.96
19.55
20.50

SD
4.49
5.27
4.80

N
197
95
292

Table 13 gives the descriptive statistics for two groups examined in the study, and Table 14
shows the descriptive statistics by AJDI facet.
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Table 14
Descriptive Statistics by AJDI Facet and Induction Participation

AJDI facet
Work

Pay

Promotion

Supervision

Coworker
Total

Induction
program
Yes
No
Total
Yes
No
Total
Yes
No
Total
Yes
No
Total
Yes
No

M
15.46
15.04
15.32
11.54
11.62
11.57
5.57
5.11
5.42
13.06
11.03
12.40
15.40
15.38
15.40

SD
3.22
3.56
3.33
5.45
5.46
5.44
4.54
4.28
4.46
5.39
6.13
5.71
3.79
3.85
3.80

N
197
95
292
197
95
292
197
95
292
197
95
292
197
95
292

Table 15 shows the demographic results from the AJDI facets and participation in a
formalized new teacher induction program. Using the full sample, ANOVA showed a significant
effect of induction participation on general satisfaction, F(1, 290) = 5.64, p = .02, with those
participating having higher satisfaction than those who did not participate. The effect size,
however, was small (eta-squared = .02).
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Table 15
Analysis of Variance Results for General Satisfaction by Participation in a Formalized Induction
Program

Source
Corrected
model
Intercept
Induction
Error
Total
Corrected
total

Type III sum of
squares

df

Mean square

F

Sig.*

127.78a

1

127.78

5.64

.02

105,162.76
127.78
6,567.21
129,408.00

1
1
290
292

105,162.76
127.78
22.64

4,643.85
5.64

.00
.02

6,695.00

291

*p<.05

Table 16 shows that a significant effect of facet on satisfaction, F(4, 287) = 275.68, p =
.001. That is, flatness of the satisfaction scores across subscales was not evident (see Figure 2),
with the Promotion facet showing the lowest satisfaction score and Work and Coworker showing
the highest scores. No significant Facet × Induction interaction effect was apparent, F(4, 287) =
1.87, p = .12, showing that there was no significant difference in the pattern of satisfaction
profile between the two groups (see Figure 3).
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Table 16
Multivariate Tests for the Effect of Induction Participation on Satisfaction
Effect
Facet

Facet x
Induction

Value
Pillai’s trace
Wilks’ lambda
Hotelling’s trace
Roy’s largest root
Pillai’s trace
Wilks’ lambda
Hotelling’s trace
Roy’s largest root

.79
.21
3.84
3.84
.02
.98
.03
.03

F

Hypothesis df

Error df

Sig.

4.00
4.00
4.00
4.00
4.00
4.00
4.00
4.00

287.00
287.00
287.00
287.00
287.00
287.00
287.00
287.00

.00
.00
.00
.00
.12
.12
.12
.17

b

275.68
275.68b
275.68b
275.68b
1.87b
1.87b
1.87b
1.87b

Table 17
Tests of Between-Subjects Effects for the Effect of Induction Participation on Satisfaction

Source
Intercept
Induction
Error

Type III
sum of
squares
182,162.09
104.23
9,802.76

df
1
1
290

Mean square
182,162.09
104.22
33.80

F
5,388.10
3.08

Sig.
.00
.08
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Figure 2. Mean satisfaction scores by facet for full sample.
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Figure 3. Mean satisfaction scores by facet and induction participation for full sample.

Table 17 shows the results from MANOVA carried out on the subscale data. Here there was no
significant effect of induction participation on satisfaction across all facets, although the result
was marginally significant, F(1, 290) = 3.08, p = .08.
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Supporting Research Question 1 asked whether gender moderates the relationship
between participation in formalized induction programs and teacher satisfaction. Tables 18 and
19 show descriptive statistics and ANOVA results pertaining to SRQ 1. Levene’s test was
nonsignificant (p = .12), indicating equality of variance across groups. Results of the ANOVA
showed that gender did not moderate the relationship between participation in a formalized
induction program and general satisfaction, F(1, 287) = 0.47, p =.49 (see Figure 4). Additionally,
no main effect of gender was observed, F(1, 287) = 1.10, p = 0.30.
Table 18
Descriptive Statistics for General Satisfaction Scores by Induction
Participation and Gender
Induction program Gender
Yes

No

Total

Male
Female
Total
Male
Female
Total
Male
Female
Total

M

SD

N

20.75
21.03
20.97
18.40
19.76
19.55
20.15
20.59
20.51

5.47
4.20
4.50
4.93
5.33
5.27
5.39
4.65
4.80

44
152
196
15
80
95
59
232
291
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Table 19
Analysis of Variance Results for the Effects of Induction Participation and Gender on General
Satisfaction
Source
Corrected
model
Intercept
Induction
Gender
Induction x
Gender
Error
Total
Corrected total

Type III sum of squares

df Mean square

155.57a

3

51.856

58,920.40

1

58,920.40

120.83
24.96

1
1

120.83
24.96

10.75

1

10.75

6,537.17
129,047.00
6,692.74

287
291
290

22.78

F

Sig.

2.28

.08

2,586.7
.00
7
5.31 .02
1.10 .30
0.47

.49

Figure 4. Mean satisfaction scores by induction participation and gender for full sample.
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Supporting Research Question 2 asked whether years of teaching experience moderates
the relationship between participation in a formalized induction program and teacher satisfaction.
Tables 20 and 21 show descriptive statistics and ANOVA results pertaining to SRQ 2. Levene’s
test was statistically significant (p = .01), indicating inequality of variance. However, sample
sizes were relatively equal, obviating this concern. The ANOVA results using the full sample
showed that years of teaching experience did not moderate the relationship between participation
in a formalized induction program and general satisfaction, F(1, 284) = 0.251, p = .11.
Additionally, the effect of teaching experience was not statistically significant, F(1, 284) = .77, p
= 0.38. Figure 5 shows the mean general satisfaction scores by induction participation and
teaching experience. Although the plot appears to show distinct effects of induction for those
with low and high experiences, these distinctions did not exceed the level of random variation.

94

Table 20
Descriptive Statistics for General Satisfaction Scores by Induction
Participation and Teaching Experience
Induction
program
Yes

No

Total

Years of experience
0-10
11 or more
Total
0-10
11 or more
Total
0-10
11 or more
Total

M
20.77
21.27
21.03
20.94
19.20
19.53
20.80
20.37
20.54

SD
5.35
3.45
4.48
3.11
5.66
5.30
5.05
4.64
4.80

N
95
99
194
18
76
94
113
175
288

Table 21
Analysis of Variance Results for the Effects of Induction and Years of Experience on
Satisfaction

Source
Corrected model
Intercept
induction
Years teaching
Induction x Years
Teaching
Error
Total
Corrected total

Type III sum
of squares
198.05a
75,598.61
40.38
17.29

df
3
1
1
1

56.74

1

56.74

6,419.53
128,101.00
6,617.58

284
288
287

22.60

Mean square
F
66.01
2.92
75,598.62 3,344.485
40.38
1.79
17.29
0.77
2.51

p
.03
.00
.18
.38
.11
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Figure 5. Mean satisfaction scores by induction participation and years of experience for full
sample.
Supporting Research Question 3 asked whether grade level taught moderates the
relationship between participation in a formalized induction programs and teacher satisfaction.
Tables 22 and 23 show descriptive statistics and ANOVA results pertaining to SRQ3. Levene’s
test was nonsignificant (p = .17), indicating equality in variance. The ANOVA results using the
full sample showed that grade level taught did not moderate the relationship between
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participation in a formalized induction program and general satisfaction, F(1, 285) = 0.06, p =
.81. Additionally, the main effect of grade level taught was not statistically significant, F(1, 285)
= 0.50, p = .48. Figure 6 shows the mean general satisfaction scores by induction participation
and grade level taught.
Table 22
Descriptive Statistics for General Satisfaction Scores by Induction
Participation and Grade Level Taught
Induction program Grade taught
Yes
5-7
8-9
Total
No
5-7
8-9
Total
Total
5-7
8-9
Total

M
20.79
21.09
21.01
19.10
19.71
19.52
20.22
20.67
20.53

SD
4.81
4.32
4.46
5.97
5.00
5.31
5.26
4.57
4.79

N
58
138
196
30
63
93
88
201
289

Table 23
Analysis of Variance Results for the Effects of Induction and Grade Level Taught on Satisfaction
Source
SS
df
MS
F
p
Corrected
model
Intercept
Induction
Grade taught
Induction x
Grade Taught
Error
Total
Corrected
Total

151.21a

3

50.40

2.23

.09

88,375.41
128.14
11.37
1.33

1
1
1
1

88,375.41
128.14
11.37
1.33

3,903.24
5.66
0.50
0.06

.00
.02
.48
.81

6,452.85
128,364.00
6,604.06

285
289
288

22.64
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Figure 6. Mean satisfaction scores by grade level taught and participation in an induction
program.

Supporting Research Question 4 asked whether the type of school moderates the
relationship between participation in a formalized induction programs and teacher satisfaction.
Tables 24 and 25 show descriptive statistics and ANOVA results pertaining to SRQ4. Levene’s
test was nonsignificant (p = .38), indicating equality in variance. The ANOVA results using the
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full sample showed that school program had no significant moderating effect on the relationship
between induction participation and general satisfaction, F(2, 283) = .73, p = .49. Additionally,
the main effect of school type was not statistically significant, F(2, 283) = 0.36, p = .70. Figure
7 shows the mean general satisfaction scores by induction participation and grade level taught.

Table 24
Descriptive Statistics for General Satisfaction Scores by Induction Participation and School
Type
Induction
Type of school
program
M
SD
N
Middle school

Yes

20.95

4.64

169

No

19.36

5.42

80

Total

20.45

4.95

249

Junior high

Yes

20.56

3.33

18

school

No

21.50

2.81

6

Total

20.79

3.18

24

Other (non-

Yes

22.13

4.22

8

middle) school

No

19.38

5.37

8

Total

20.75

4.88

16

Yes

20.97

4.51

195

No

19.50

5.28

94

Total

20.49

4.82

289

Total
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Table 25
Analysis of Variance Results for the Effects of Induction and Type of School Taught on
Satisfaction
Source
SS
df
MS
F
p
Corrected model 176.33a
5
35.27
1.53
0.18
Intercept
31,276.37 1 31,276.37 1,360.91 0.00
School type
16.60
2
8.30
0.36
0.70
induction
23.58
1
23.584
1.03
0.31
School Type x
33.63
2
16.82
0.73
0.49
Induction
Error
6,503.89 283
22.98
Total
128,030 289
Corrected Total
6,680.22 288
a.

R Squared = .026 (Adjusted R Squared = .009)

Figure 7. Mean satisfaction scores by type of school taught and participation in an induction
program.
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Supporting Research Question 5 asked whether length of time in a formalized teacher
induction program was related to teacher satisfaction. Tables 26 and 27 show descriptive
statistics and ANOVA results pertaining to SRQ5. Levene’s test was statistically significant (p =
.03), indicating inequality in variance. The ANOVA results using the full sample showed that
length of time in a formalized induction program was not significantly related to general
satisfaction, F(1, 194) = 0.96, p = .33. A Welch correction to the ANOVA also indicated no
statistically significant difference between groups, F(1, 114.13) = 1.54, p = .22. Figure 8 shows
the mean general satisfaction scores by length of participation time.

Table 26
Descriptive Statistics for General Satisfaction Scores by Length of Time
Length of induction
program
One year
Multiple years
Total

M
20.83
21.58
21.01

SD
4.79
3.06
4.46

N
151
45
196
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Table 27
Analysis of Variance Results for the Effects of Program Length on Satisfaction
Source
SS
df
F
p
MS
Corrected model
19.16a
1
19.16
.96
.33
Intercept

62,361.32

1

62,361.32

3,137.60

<.01

19.16

1

19.156

.96

.33

Error

3,855.84

194

19.875

Total

90,353.00

196

3,875.00

195

Program length

Corrected
total
a.

R Squared = .005 (Adjusted R Squared = .000)

.
Figure 8. Mean satisfaction scores by length of time spent in an induction program
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Table 28
Descriptive Statistics for General Satisfaction Scores by
Year of Participation
Year of induction
program
M
SD
N
Prior to 2000
21.60
3.24
35
2000-2003
21.14
4.14
50
2004-2007
20.00
5.23
50
After 2007
21.71
3.70
59
Total
21.10
4.21
194
Supporting Research Question 6 asked whether year of participation in a formalized
induction program was related to teacher satisfaction. Tables 28 and 29 show descriptive
statistics and ANOVA results pertaining to SRQ6. Levene’s test was nonsignificant (p = .097),
indicating equality in variance. The ANOVA results using the full sample showed that the year
of participation in a formalized induction program was not significantly related to general
satisfaction, F(1, 190) = 1.72, p = .17. Figure 9 shows the mean general satisfaction scores by
year of participation.

Table 29
Analysis of Variance Results for the Effects of Year of Participation on
Satisfaction
Source
SS
df
MS
F
Corrected
90.45a
3
30.15
1.72
model
Intercept
83,340.08
1
83,340.10 4,751.30
Year participation
90.45
3
30.15
1.72
Error
3,332.70 190
17.54
Total
89,777.00 194
Corrected
3,423.139 193
total
a. R Squared = .026 (Adjusted R Squared = .011)

p
.17
<.01
.17

103

Figure 9. Mean satisfaction scores by year of induction program participation.

Supporting Research Question 7 asked whether a favorable experience in formalized
induction programs was related to teacher satisfaction. Tables 30 and 31 show descriptive
statistics and ANOVA results pertaining to SRQ7. Levene’s test was statistically significant (p =
.011), indicating inequality in variance. However, the variance ratio (1.91) was below 2,
indicating that the variances did not differ substantially. The ANOVA results using the full
sample showed that a favorable experience had a significant relationship on general satisfaction,
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F(1, 192) = 5.55, p = .02. The effect size (eta-squared = .03) was small to moderate. Figure 10
shows the mean general satisfaction scores by favorable experience.

Table 30
Descriptive Statistics for General Satisfaction Scores by Favorable Experience
Opinion of induction
program
Not or slightly
favorable
Mostly favorable or
favorable
Total

M

SD

N

20.20

5.06

86

21.70

3.70

108

21.02

4.40

194

Table 31
Analysis of Variance Results for the Effects of Favorable Experience on Satisfaction
Source

SS

df

104.62a

1

83,946.20

1

104.62

1

104.62

Error

3,617.30

192

18.84

Total

89,444.00

194

3,721.92

193

Corrected

MS
104.62

F

p

5.55

.02

model
Intercept
Favorable experience

Corrected
total
a. R Squared = .028 (Adjusted R Squared = .023)

83,946.2
4,455.72
1
5.55

<.01
.02
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Figure 10. Mean satisfaction scores of favorable experience of induction program.

Supporting Research Question 8 asked whether ethnicity moderates the relationship
between participation in formalized induction programs and teacher satisfaction. Tables 32 and
33 show descriptive statistics and ANOVA results pertaining to SRQ8. Levene’s test was
nonsignificant (p = .15), indicating equality in variance. The ANOVA results using the full
sample showed that ethnicity did not significantly moderate the relationship between
participation in a formalized induction program and general satisfaction, F(1, 288) = 3.25, p =
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.073, although the effect may be considered marginally significant. The effect size, however (etasquared = .01), was small. Additionally, the cell sample sizes for non-White participants were
very small, affecting the power of this analysis. At the sample level, White participants who
participated in induction programs showed higher job satisfaction than White individuals who
did not participate. The opposite effect, however, was observed for non-White individuals. Here,
non-White participants in induction programs showed lower levels of satisfaction than nonWhite persons who did not participate. Figure 11 shows the mean general satisfaction scores by
induction participation and ethnicity. Additionally, the main effect of ethnicity was not
statistically significant, F(1, 288) = 0.03, p =.87.

Table 32
Descriptive Statistics for General Satisfaction Scores by Induction Participation and Ethnicity
Ethnicity Induction program M
SD
N
NonYes
18.71
4.96
7
White
No
22.20
2.68
5
Total
20.17
4.39
12
White
Yes
21.04
4.47
190
No
19.40
5.35
90
Total
20.51
4.82
280
Total
Yes
20.96
4.49
197
No
19.55
5.27
95
Total
20.50
4.80
292
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Table 33
Analysis of Variance Results for the Effects of Induction and Ethnicity on Satisfaction
Source
SS
df
MS
F
p
Corrected model
201.51a
3
67.17
2.979
.03
Intercept
18,425.07
1
18,425.07
817.19
<.01
Ethnicity
0.62
1
.621
0.03
.87
Induction
9.46
1
9.46
0.42
.52
Ethnicity × Induction
73.20
1
73.20
3.25
.07
Error
6,493.49
288
22.55
Total
129,408
292
Corrected total
6,695
291

Figure 11. Mean satisfaction scores of ethnicity of participants in a formalized induction
program.
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Supporting Research Question 9 asked whether the highest degree of education of a
teacher moderates the relationship between participation in a formalized induction programs and
teacher satisfaction.

Tables 34 and 35 show descriptive statistics and ANOVA results pertaining to SRQ9.
Levene’s test was nonsignificant (p = .069), indicating equality in variance. The ANOVA results
using the full sample showed that highest degree earned did not significantly moderate the
relationship between participation in a formalized induction program and general satisfaction,
F(2, 285) = 1.83, p = .16. Additionally, the effect of highest degree earned was not statistically
significant, F(2, 285) = 0.62, p = .54. Figure 12 shows the mean general satisfaction scores by
induction participation and highest degree earned. It should be noted here, however, that cell
samples sizes for those with BA/BS and EdD/PhD degrees were small, affecting the power of
these analyses.
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Table 34
Descriptive Statistics for General Satisfaction Scores by Induction Participation and
Highest Degree Earned

Highest degree earned
BA or BS

MA or MS

EdD or PhD

Total

Induction
program
Yes
No
Total
Yes
No
Total
Yes
No
Total
Yes
No
Total

M
20.43
21.90
20.745
21.04
19.30
20.45
22.11
19.00
20.65
20.97
19.55
20.51

SD
5.61
3.21
5.20
4.27
5.50
4.78
3.10
4.81
4.18
4.50
5.27
4.80

N
37
10
47
150
77
227
9
8
17
196
95
291

Table 35
Analysis of Variance for the Effects of Induction and Highest Degree Earned on
Satisfaction
Highest degree earned
SS
df
MS
F
P
Corrected model
215.97a
5
43.20
1.90
.09
Intercept
40,027.09 1 40,027.09 1,762.42 <.01
Highest degree
28.11
2
14.05
0.62
.54
Induction
29.93
1
29.93
1.32
.25
Highest Degree x Induction
82.99
2
41.50
1.83
.16
Error
6,472.76 285
22.71
Total
129,084 291
Corrected Total
6688.73 290
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Figure 12. Mean satisfaction scores of highest degree of education and participation in a teacher
induction program.

Supporting Research Question 10 asked whether school setting moderates a relationship
between participation in a formalized induction programs and teacher satisfaction? Tables 36
and 37 show descriptive statistics and ANOVA results pertaining to SRQ10. Levene’s test was
nonsignificant (p =.192), indicating equality in variance. The ANOVA results using the full
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sample showed that school setting did not moderate the relationship between participation in a
formalized induction program and general satisfaction, F (1, 282) = 2.81, p = .88. Additionally,
the effect of school setting was not statistically significant, F (1, 282) = 1.62, p = .20. Figure 13
shows the mean general satisfaction scores by induction participation and school setting.

Table 36
Descriptive Statistics for General Satisfaction Scores by Induction Participation and School
Setting

School setting
Urban

Suburban

Rural

Total

Induction program
Yes
No
Total
Yes
No
Total
Yes
No
Total
Yes
No
Total

M
19.79
18.33
19.17
21.15
19.82
20.75
20.86
21.00
20.91
20.97
19.58
20.52

SD
5.22
6.09
5.58
4.42
5.09
4.66
3.13
6.00
4.09
4.49
5.30
4.80

N
24
18
42
164
71
235
7
4
11
195
93
288
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Table 37
Analysis of Variance for the Effects of Induction and School Setting on Satisfaction
Source
SS
df
MS
F
Corrected
201.21a
5
40.24
1.77
model
Intercept
28,670.13
1
28,670.13
1,259.22
Setting
73.54
2
36.77
1.62
Induction
13.77
1
13.77
0.61
Setting x
5.618
2
2.81
0.12
Induction
Error
6,420.62
282
22.77
Total
127,941
288
Corrected total
6,621.83
287

p
.12
<.01
.20
.44
.88

Figure 13. Mean satisfaction scores of school setting and participation in an induction program.
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Summary
This study examined the primary research question, “What is the relationship between
teacher induction and teacher satisfaction?” The primary research question was approached in
two ways. First, the relationship in question was assessed using the AJDI general job
satisfaction measure as the univariate outcome. Next, the relationship was assessed again using
MANOVA to conduct a profile analysis using the work, pay, promotion, supervision, and
coworker subscales to create the “satisfaction profile.” To address supporting research questions,
moderation effects and main effects for auxiliary variables were assessed using univariate
ANOVA, with the general satisfaction variable as the outcome. When widely disparate group
sample sizes co-occurred with inequality of variance, a Welch’s ANOVA was run.
The results presented in this chapter show mixed evidence for the effect of participation
in a formalized teacher induction program on teacher satisfaction. Using the full sample, an
ANOVA showed a significant effect of induction participation on general satisfaction, with those
participating having higher satisfaction than those who did not participate. Using a MANOVA,
however, the effect of induction participation on satisfaction across facets was marginally
significant, with those participating showing higher levels of satisfaction.
There were no significant moderating effects of gender, grade level taught, type of
school, highest degree earned, or school setting on the relationship between induction
participation and job satisfaction. However, teachers who participated in a formalized induction
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program and had a favorable experience showed higher levels of satisfaction compared with
teachers who participated in a formalized teacher induction program and did not have a favorable
experience.
Last, ethnicity in a formalized induction program marginally moderated the relationship
between participation in a formalized induction program and job satisfaction. White participants
who participated in a formalized induction program showed higher job satisfaction than White
individuals who did not participate. The opposite effect, however, was observed for non-White
individuals. Here, non-White participants in induction programs showed lower levels of
satisfaction than non-White persons who did not participate.

CHAPTER V
SIGNIFICANCE OF THE FINDINGS

This particular research study was conducted in the hope of answering the primary
research question, “What is the relationship between teacher induction and teacher satisfaction?”
To assess the relationship between teacher induction and teacher satisfaction, 10 supporting
research questions were asked:
SRQ 1

Does gender moderate the relationship between participation in a formalized
induction program and teacher satisfaction?

SRQ 2

Does the number of years of teaching experience moderate the relationship
between participation in a formalized induction program and teacher satisfaction?

SRQ 3

Does grade level taught by a teacher moderate the relationship between
participation in a formalized induction program and teacher satisfaction?

SRQ 4

Does the type of school moderate the relationship between participation in a
formalized induction program and teacher satisfaction?

SRQ 5

Is length of time in a formalized teacher induction program related to teacher
satisfaction?

SRQ 6

Is the year of participation in a formalized induction program related to teacher
satisfaction?
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SRQ 7

Is a favorable experience in a formalized induction program related to teacher
satisfaction.

SRQ 8

Does ethnicity moderate the relationship between participation in a formalized
induction program and teacher satisfaction?

SRQ 9

Does the highest degree of education of a teacher moderate the relationship
between participation in a formalized induction program and teacher satisfaction?

SRQ 10

Does the school setting moderate a relationship between participation in a
formalized induction program and teacher satisfaction?

As explained in Chapter 3, this study was quantitative in nature and targeted middle
school teachers in the 54 districts in the Large Unit School District Association (LUDA) in the
state of Illinois. Through K-12 Insights, participating middle school teachers completed an
online survey that contained the Abbreviated Job Descriptive Index (AJDI) and 10 supporting
research questions. Middle school teachers in the 54 LUDA districts were contacted by the
building principal with an e-mail containing a letter of consent and an electronic link to the
survey. There were 297 respondents to the survey.
This study looked at data from the 297 respondents who responded to the AJDI to assess
levels of satisfaction among teachers who had participated in a formalized teacher induction
program compared with teachers who had not participated in a formalized induction program.
All research questions were approached in two ways: first, the relationship in question was
assessed using the general job satisfaction scale, and then the relationship was assessed again
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using a MANOVA to conduct a profile analysis using the work, pay, promotion, supervision, and
coworker subscales to create the satisfaction profile.

Discussion of Findings
The primary research question of this study was, “What is the relationship between
teacher induction and teacher satisfaction?”
Using the full sample, an ANOVA showed a significant, F(1, 290) = 5.64, p = .02, effect
of induction participation on general satisfaction, with those participating having higher
satisfaction than those who did not participate. Using MANOVA, however, the effect of
induction participation on satisfaction across facets was marginally significant, F(1, 290) = 3.08,
p = .08), with those participating showing higher levels of satisfaction. Additionally, there were
observed differences across facets. The AJDI facets were work, pay, promotion, supervision,
and coworker. The facets with the highest satisfaction scores were work and coworker. The
facets in the middle range were pay and supervision. The facet with the lowest satisfaction score
was promotion.

In Chapter 2, teacher satisfaction was one of the major factors identified for teachers to
stay in the profession. The results from this study support a prior evaluation conducted in 2009
by the State of Texas using teachers who participated in the Beginning Teacher Induction and
Mentoring (BTIM) program. The evaluation observed increased teacher and administrator job
satisfaction due to their participation in the BTIM program. Site visit data also indicated BTIM
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teachers expressed an increased willingness to continue teaching compared with beginning
teachers who were not a part of the BTIM program (2009). Patrick (2007) reviewed 10 scientific
studies that focused on teacher satisfaction from 1991 through 2005. Patrick found the following
five factors that influence workplace satisfaction: administrative support, student behaviors,
workplace atmosphere, autonomy, and efficacy (p. 60). The data from this study would add
participation in a formalized teacher induction program as a factor that influences teacher
satisfaction.
Conversely, job dissatisfaction has been identified as the number one reason why
teachers leave the profession. Ingersoll (2001) found job dissatisfaction as one of the major
reasons why teachers leave the profession in a survey of over 10,000 educators. Forty-two
percent of all departing teachers identified job dissatisfaction as the number one reason for
leaving the teaching profession. Ingersoll et al. (2014) examined reasons why teachers left the
profession during the 2007-2008 school year and they found that 45.3% of the teachers left the
profession due to dissatisfaction with their jobs. Teachers who participate in formalized teacher
induction programs have higher satisfaction than teachers who do not participate in a formalized
teacher induction program. The results of the present research provide some evidence to support
continuation of the use of formalized teacher induction programs to help train and retain new
teachers. Formalized teacher induction programs were designed to help train and retain new
teachers to the profession. The research in this study re-enforces the idea that participation in a
formalized teacher induction program can help to increase teacher satisfaction.
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Following the primary research question were 10 supporting research questions. When I
started this process, I wanted to see if participation in a formalized induction program increases
teacher satisfaction. Data from this study provides some evidence that participation in a
formalized teacher induction program is associated with increased teacher satisfaction. Teacher
induction programs have become the norm throughout the United States and the world. I wanted
to understand the relationship that exists between teacher induction and teacher satisfaction.
Below I will outline results pertaining to the supporting research questions that address this
relationship as well as supporting research questions that address potential moderating effects.

Results Pertaining to SRQs
SRQ 1 asked, “Does gender moderate the relationship between participation in a
formalized induction program and teacher satisfaction?”
Gender did not moderate the relationship between participation in a formalized induction
program and teacher satisfaction. A nonsignificant moderation effect means that the relationship
between participation in a formalized teacher induction program and teacher satisfaction does not
differ for women and men.
SRQ 2 asked, “Do years of teaching experience moderate the relationship between
participation in a formalized induction programs and teacher satisfaction?”
Years of teaching experience did not moderate the relationship between participation in a
formalized induction program and teacher satisfaction. A nonsignificant moderation effect
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means that the relationship between participation in a formalized teacher induction program and
teacher satisfaction does not differ from teachers with 0 to 10 years experience and teachers with
11+ years of teaching experience.
SRQ 3 asked, “Does grade level taught by a teacher moderate the relationship
between participation in a formalized induction programs and teacher satisfaction?”
Grade level taught by the teacher did not moderate the relationship between participation
in a formalized induction program and teacher satisfaction. A nonsignificant moderation effect
means that the relationship between participation in a formalized teacher induction program and
teacher satisfaction does not differ from teachers who taught Grades 5 to 7 and teachers who
taught Grades 8 to 9. There were two categories for grade level taught in the survey: fifth
through seventh grades and eighth through ninth grades.
SRQ 4 asked, “Does the type of school moderate the relationship between
participation in a formalized induction program and teacher satisfaction?”
The type of school did not moderate the relationship between participation in a
formalized induction program and teacher satisfaction. A nonsignificant moderation effect
means that the relationship between participation in a formalized teacher induction program and
teacher satisfaction does not differ from teachers who taught at an elementary/middle school,
junior high, or other. There were four types of schools included on the survey: elementary,
middle, junior high, and other. Due to a low number of elementary respondents (n = 3), the
elementary and middle school levels were combined, creating three types of schools.
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SRQ 5 asked, “Is length of time in a formalized teacher induction program related
to teacher satisfaction?”
There was no significant relation between the length of time in a formalized induction
program and teacher satisfaction. There were two length-of-time choices on the survey: one year
and multiple years. This means that the relationship between participation in a formalized
induction program and job satisfaction were not statistically significant for teachers who
participated in a formalized induction program for one year and teachers who participated in a
formalized induction program for multiple years. This is slightly different than the new research
from the I3 research from the NTC in California that demonstrated large student gains in
learning during the first and second years of teachers who participated in an approved NTC
teacher induction and mentoring program. The gains for Year 1 were two to three months of
additional learning and for Year 2, three to five years of additional learning. The teachers who
participated in the approved NTC induction and mentoring program had students who
outperformed teachers who participated in a traditional program (Picucci, 2016).
SRQ 6 asked, “Is the year of participation in a formalized induction program
related to teacher satisfaction?”
The year of participation in a formalized induction program was not related to teacher
satisfaction. There were four year-of-participation categories on the survey: prior to 2000, 20002003, 2004-2007, and after 2007. This means that job satisfaction was not statistically
significant by year of participation.
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SRQ 7 asked, “Is a favorable experience in a formalized induction program related
to teacher satisfaction?”
A favorable experience in a formalized induction program was related to teacher
satisfaction. This means that job satisfaction was statistically different between teachers who
had a not favorable or slightly favorable experience compared with teachers who had a mostly
favorable or favorable experience.
SRQ 8 asked, “Does ethnicity moderate the relationship between participation in
formalized induction programs and teacher satisfaction?”
Ethnicity in a formalized induction program marginally moderated the relationship
between participation in a formalized induction program and job satisfaction. A nonsignificant
moderation effect means that the relationship between participation in a formalized teacher
induction program and teacher satisfaction does not differ between White teachers and nonWhite teachers. There were two categories in the survey: White teachers and non-White
teachers. There was a marginally statistically significance between White and non-White
teachers. White participants who participated in a formalized induction program showed higher
job satisfaction than White individuals who did not participate. The opposite effect, however,
was observed for non-White individuals. Here, non-White participants in induction programs
showed lower levels of satisfaction than non-White persons who did not participate.
SRQ 9 asked, “Does the highest degree of education of a teacher moderate the
relationship between participation in a formalized induction programs and teacher
satisfaction?”
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The highest degree of education in a formalized induction program did not moderate the
relationship between participation in a formalized induction program and job satisfaction. A
nonsignificant moderating effect means that the relationship between participation in a
formalized induction program and job satisfaction does not differ for teachers with a BA or BS,
MA or MS, or EdD or PhD.
SRQ 10 asked, “Does the school setting moderate a relationship between
participation in a formalized induction programs and teacher satisfaction?”
School setting in a formalized induction program did not moderate the relationship
between participation in a formalized induction program and job satisfaction. This means that the
relationship between participation in a formalized induction and job satisfaction was not
statistically different for teachers in the urban and suburban settings.

Themes That Resulted from the Data
There were three findings that resulted from the data collected for this research study:

1. Using ANOVA, there was a significant relationship between participation in a formalized
teacher induction program and teacher satisfaction. Using MANOVA, there was a marginally
significant relationship between participation in a formalized teacher induction program and
teacher satisfaction.
2. A favorable experience in a formalized induction program was related to teacher satisfaction.
This means that job satisfaction was statistically different between teachers who had a not
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favorable or slightly favorable experience compared with teachers who had a mostly favorable or
favorable experience.

3. Ethnicity in a formalized induction program marginally moderated the relationship between
participation in a formalized induction program and job satisfaction. This was a really
interesting result that will warrant future research. There was a marginally statistically
significance between White and non-White teachers. White participants who participated in a
formalized induction program showed higher job satisfaction than White individuals who did not
participate. The opposite effect, however, was observed for non-White individuals. Here, nonWhite participants in induction programs showed lower levels of satisfaction than non-White
persons who did not participate. This particular study had a small sample size of non-White
participants.
Themes That Resulted from the AJDI
The two facets with the highest level of satisfaction were Work and Coworker on the
AJDI. The new teacher induction program should focus on creating an environment of
collaboration with all of the new teachers. The experiences and interactions the new teachers
have with their administrators, colleagues, students, and parents can affect their overall
satisfaction in the workplace.
The lowest satisfaction facet score was Promotion for all teachers who participated in this
study. In this researcher’s professional experience as an administrator, it is not surprising that
teachers rated their satisfaction low on the AJDI facet for promotion. In general, teachers do not
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have the opportunity, training, experience or desire to become administrators. The majority of
educators who join the teaching profession do not do it because they want to become a dean,
assistant principal, lead teacher, principal, central office administrator, or a superintendent. I
was a teacher for five years and was encouraged by my building principal to start my master’s in
educational leadership. He convinced me that I could make more of a difference for more
students if I were an administrator. This happens in isolation in the educational field and needs
to be more systemic in nature. School districts should identify great teachers first and then
expose them to leadership experiences and opportunities. Leadership academies, professional
development, internships, and in-building opportunities should be used to help encourage teacher
leadership and promotion inside and outside of the building.
In my opinion, another reason for teachers’ low level of satisfaction in the AJDI facet for
promotion is that teachers who have 10 or more years experience often take pay cuts or take no
raise to become administrators. Teachers who have had 10 or more years experience with a
master’s make as much money as entry-level administrators in the state of Illinois. Teachers
have to be motivated to move to administration after 10 years to take a lateral salary or lose
money to become an administrator.

Implications
The data from this study will have implications on how school districts create and
provide comprehensive teacher induction programs. The research on teacher induction programs
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points to the variation of programs within states and across the nation. Successful teacher
induction programs can decrease the rate of teacher turnover and save school districts money.

Continue to Provide Comprehensive Teacher Induction Programs for New Teachers

Data from this study found that there is a significant relationship between participation in
a formalized teacher induction program and teacher satisfaction. Findings from Chapter
2 uncovered the most important aspects of a comprehensive teacher induction program.
The most successful formalized induction programs start prior to the school year to give
new teachers one to five days of support. Teachers learn about the culture and climate of
the school district and the individual school prior to the first day of school. Teachers are
paired with official mentors who have the skills and training to support teachers during
their first to fourth years in the profession. New teachers are in a cohort group that
receives timely and relevant professional development lasting two to four years.
Principals and instructional support coaches work together to plan professional
development that meets the needs of the new teachers. Topics of the cohort meetings for
first year teachers are grading, classroom management, technology, attendance, parent
teacher conferences, communication, questioning, professional learning communities,
and other topics that balance the need of information acquisition and learning.
Findings from Chapter 2 support the use of an intense teacher induction program
that combines the expertise of mentors, administrators, instructional support coaches,
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resources, timely professional development, and fidelity of implementation. Richard
Ingersoll in Wong and Wong (2010) defines a comprehensive induction program as being
comprised of at least seven of the nine components: (1) an initial one to four days of
preschool workshops, (2) a continuum of professional development activities for two or
more years, (3) a strong sense of administrative support, (4) the utilization of coaches, (5)
structured networking with new and veteran teachers, (6) opportunities to visit
demonstration classrooms, (7) a welcome center that provides help to settle into a new
community, (8) a bus tour of the community with the superintendent, and (9) a formative
assessment component that helps new teachers develop skills for student achievement (p.
17). The ideal teacher induction program has the cohort of new teachers meeting with the
building administrator or instructional support coach on a monthly basis. The
professional learning that is provided meets the needs of the new teachers. For example,
November topics would focus on grading, communication, and parent/teacher
conferences. New teachers need to get the support they need in real time. Some districts
also incentivize new teachers to stay in the district by mandating district-level
professional development classes that all new teachers must take within their first four
years. The professional development classes also come with step and lane changes that
increase the pay of teachers who complete the professional development classes. School
districts can incentivize professional development by offering in-district classes that
would count towards professional development courses and would increase teachers’ pay.
These classes would stay with the teacher as long as they remain in the school district on
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the salary schedule and hopefully intellectually. The professional development is
suggested in content areas that help improve the new teachers’ knowledge and
effectiveness in the classroom. This strategy addresses the learning component needed in
all teachers and incorporates pay to help keep new teachers in their district and improve
their skills all at the same time.

Successful Teacher Induction Programs Can Reduce Teacher Turnover and Save School
Districts Money

In Chapter 2, Kopkowski (2008) paraphrased the president of the NCTAF, Tom Carroll,
who estimated the cost of teacher attrition as a $7-billion-per-year expense. The cost includes
the recruiting, hiring, professional development, and retaining of new teachers. Barnes et al.
(2007) also estimate the cost of hiring, recruiting, and training new teachers at $7.34 billion a
year. Barnes et al. (2007) estimate that the cost of teacher turnover varies from state to state, but
the average cost in their study ranged from $4,366 to $17,872. The Chicago Public Schools
(CPS) estimated a loss of $86 million in 2007 due to teacher turnover. Ingersoll (2015) believes
that the revolving door of teacher turnover costs school districts an estimated $2.2 billion
annually. Teacher induction programs are designed to train and retain new teachers and lower
the percentage of teacher turnover. If there are fewer teachers leaving the profession, money is
saved because schools and districts do not have to post, interview, hire, and train new teachers.
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One example of teacher induction programs saving school districts money is a study
conducted by Strong and Villar (2007). Strong and Villar (2007) researched a medium-sized
California school district and found that a $1.00 investment in a comprehensive induction program
produced a return of $1.66 after five years. This research demonstrates the savings a school district
can gain with a high-quality teacher induction program.
In addition, school districts allow new teachers to take master’s-level classes from
colleges and universities in the major that is directly related to their jobs. The master’s-level
classes are rewarded monetarily on the teacher pay scales. School districts and schools want
their new teachers to build on their knowledge of the content area and pedagogy to be more
effective in the classroom. It looks good on school report cards to have teachers who have a
master’s degree or doctoral degree.
Schools have also started to incentivize new teachers with opportunities to become
Nationally Board Certified Teachers (NBCTs). In the state of Illinois, teachers receive an
additional stipend of $1,900 a year when they receive the title of Nationally Board Certified
Teacher (NBRC, 2016). New teachers who have the NBCT recognition receive more pay and
become better teachers through the certification process. In this researcher’s professional
experience as an administrator, NBCT is one of the best cycles of learning for all teachers in the
education profession.
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Adjust New Teacher Induction Programs for Grade-Level Bands
New teacher induction programs should be created to have some differentiation to match
the grade levels of the new teachers. This would change the way new teacher induction
programs are developed. New teacher induction programs at the middle school should have
opportunities for new teachers to have differentiated professional development that matches their
grade levels. Giving middle school teachers a choice in their professional learning and an
opportunity to collaborate with other teachers at their grade levels would differentiate formalized
teacher induction. Teachers and students are more engaged with differentiation and choice. The
goal is to have the new teacher induction program meet the teachers at their grade level and
address various needs that change between lower and upper middle school teachers. For
example, ninth-grade teachers may want to focus on end-of-semester exams similar to the high
school, and fifth-grade teachers may want to focus on the transition from elementary to middle
school. Both teachers are new to the profession, but both need support at different levels of the
educational spectrum.
AJDI Results
Work
The AJDI data showed that one of the two facets with the highest satisfaction scores was
Work. The participants in this study were middle school teachers, Grades 5 to 9, and they found
work to have one of the highest satisfaction scores. Teachers in this study found their work to be
satisfying, challenging, and giving them a sense of accomplishment. This information can be
helpful in designing a new teacher induction program. Teachers need to feel that the work they

131

are doing is making a difference. Setting up a new teacher induction program to help increase
the effectiveness of a teacher should be the focus of the program. The summer work, monthly
meetings, coaching cycles, mentor meetings, and many other components of a new teacher
induction program should focus on the training and skills needed to be successful at the school
and in the classroom. Teachers want to learn and gain knowledge and insight from their time
participating in a new teacher induction program. The more schools can create relevant, timely,
and proven experiences for their teachers, the more successful they will be in the school and the
classroom. Success in the classroom is the students being successful.

Coworkers

The second highest satisfaction facet in the AJDI was Coworkers. The AJDI section for
Coworkers asked the participants to rate their coworkers on the following five words: boring,
helpful, responsible, intelligent, and lazy. A high score from the AJDI Coworker facet on
teacher satisfaction reflects that teachers want to work with others who are helpful, responsible,
intelligent, not boring and not lazy. A low score from the AJDI Coworker facet reflects teachers
who work with others who are lazy, boring, not helpful, not responsible, and not intelligent. This
information can be helpful in planning a new teacher induction program. The new teachers who
participate in a formalized induction program will be in monthly meetings with all the new hires
in the building for one to four years. It is important to help build the culture and climate of the
entire new teaching induction group on the first days together.
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It is important that the administrator, instructional support coach, mentor, and leader of
the group build the group individually and as a whole. The teachers within the group will still
get individualized support, but the entire group should work on effective group norms. There are
multiple groups that new teachers are a part of, including their team, department, grade level, and
co-teachers. Administrators need to be aware of the make-up of their faculty and make sure the
culture and climate of the building are focused on students. The interaction with their teams,
department, and grade-level colleagues is an important factor in the success of a teacher. The
new teacher induction program will include meetings focused on the group dynamics of the new
teachers, department, team, professional learning community (PLC), and grade-level colleagues.
Teachers need to know the culture and climate of the building team and individual. The monthly
meetings should focus on topics like positive relationships with coworkers: how to work with
other members in the building: and how to be a productive PLC member, team member, partner,
co-teacher and coworker. Mastery and implementation of the topics taught at the monthly
meetings can help the group interact and work with others in the building. Friendships are made
with cohorts of new teachers. Connections to coworkers was one of the highest satisfaction
facets on the AJDI, and the new teacher induction program must be intentional in creating a
supportive, learning, and productive team of teachers.
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Promotion

The data from this research study revealed that the lowest satisfaction score on the AJDI
was the Promotion facet. This demands that schools and districts need to change aspects of their
new teacher induction programs. The goal of all schools is to have their new teachers become
successful veteran teachers. One of the ways to incorporate these results into a new teacher
induction program is to build in opportunities to have the new teachers exposed to leadership
opportunities through the first four years of the program. New teachers can have the opportunity
to be a part of the school improvement team, PLC leadership, building leadership team, present
at a faculty or grade-level meetings, curriculum work, PTO/PTA, or any other opportunity that
gives new teachers leadership experience.
New teachers could be required to be involved with one or more leadership opportunities
during their second through fourth years in the new teacher induction program. This type of new
teacher induction program would gradually release new teachers from mastering the art of
teaching and expose them to the leadership of the building. New teachers will be adding to the
collective success of the school through various leadership opportunities. Administrators and
teachers will be able to see the new teachers in a different role and it could lead to promotion.
New teachers could use these leadership opportunities to become PLC leaders, school
improvement members, lead teachers, instructional coaches, deans, curriculum committee
members, assistant principals, principals, curriculum and instruction experts, and other
leadership roles. The goal is to expose the new teachers to the various leadership opportunities.
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As new teachers are exposed to leadership opportunities, it might empower them to have control
and a voice in the direction of their school. This could help improve the skills of the new
teachers, give them incentive to stay at the school, and build a school’s leadership team from the
inside. It could encourage promotion of teachers from within the building and not from the
outside. These changes to the new teacher induction program should enhance teachers’
leadership abilities and opportunities and hopefully expose them to the opportunities for
promotion within a school.

Delimitations and Limitations
The focus of this study was delimited to the job satisfaction of middle school/junior high
teachers who participated in an ISBE-approved formalized induction program as compared with
the satisfaction of teachers who did not participate in such a program. Participation was 100%
voluntary. Specifically, the intent was to examine middle school/junior high teachers’ level of
satisfaction.
The characteristics of the sample posed some limitations to the study. There were 5,155
teachers in the 54 LUDA school districts and 148 middle schools/junior highs, of which 297
teachers participated in the survey. Participation was dependent on the principals of the 148
schools forwarding the e-mails with the introductory letter, letter of consent, and survey link to
the teachers. There was no way, however, to assess whether the principals received the e-mails
with the introductory letter, consent letter, and survey link. The survey was focused on 148
middle schools/junior high schools in a LUDA district in Illinois. Of the 297 teachers who
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participated in the survey, 80% were female; thus, only 20% of the participants were male. Over
96% of the participants were White; only 4% of the participants were Black, Hispanic, or
multiracial. Eighty-two percent of the participants taught in a suburban school, 14% taught in
urban schools, and 4% taught in rural schools. The state of Illinois demographics of the entire
K-12 teaching population for gender was 76.7% female and 23.3% male teachers. The highest
degree earned in the state of Illinois for all teachers was 61.4% master’s degree or higher and
38.1% bachelor’s degree. Ethnicity in the State of Illinois was 83.4% of teachers were White,
6% Black, 5.7% Hispanic, and 0.08% multiracial (Illinois Report Card, 2016). Some of the
participants in the study did not fill out the survey completely, which lowered the number of
respondents.

Future Research
In this study, over 80% of the participant teachers were from suburban school districts.
In the State of Illinois, the suburbs tend to be socioeconomically affluent and of primarily
Caucasian ethnicity. It would be helpful to have the same survey used with primarily rural and
urban geographic settings. A new study focused on urban and rural surveys would compare the
satisfaction levels of teachers who work in all three geographic settings. The new study should
build on SRQ 10 with more participants in the urban and rural settings. A future study would
target middle schools and junior high schools in a LUDA district or outside of a LUDA district
in the state of Illinois.
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There were 55.7% of the teachers who participated in a formalized teacher induction
program who responded “favorable” or “mostly favorable” as their opinion of their teacher
induction programs. There were 43.5% of teachers who participated in a formalized teacher
induction program who responded “not favorable” or “slightly favorable” as their opinion of
their teacher induction programs. A future study would focus on what factors are related to
satisfaction and dissatisfaction of a formalized teacher induction program.
Another suggested study would be to have a researcher use the same survey to assess
middle school and junior high school teachers in multiple states other than Illinois. Such a study
would focus on states located in various geographic locations: the Midwest, the South, the East
Coast, the West Coast, or the Northwest. The data would be used to compare teacher satisfaction
from various geographic locations in the United States. Answers to the following questions
would add to the body of research on teacher satisfaction and participation in a formalized
teacher induction program: Which teachers are the most satisfied? In which of the five AJDI
facets of satisfaction are teachers from the various regions of the United States most satisfied?
Are there specific states that have the most/least satisfied teachers? Are the teachers who have
11 or more years of experience more satisfied with pay than teachers with 10 or fewer years of
experience? Does the geographic region dictate the level of satisfaction for teachers?
Researching teacher satisfaction by grade level would be another opportunity for further
studies. A researcher could use the AJDI survey and focus only on teacher satisfaction. The
study could focus on the satisfaction levels of elementary, middle, and high school teachers. The
study would focus on the levels of teacher satisfaction associated with various grade levels. This
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could help support the data from SRQ 3, “Does grade level taught by a teacher moderate the
relationship between participation in a formalized induction program and teacher satisfaction?”
The data in this study showed no moderating effect of grade level taught on the relationship
between participation in a formalized induction program and teacher satisfaction. This study
compared Grades 5 and 6 with Grades 7, 8, and 9. A new study would look at teachers’
satisfaction in the following grade level bands: K-2, 3-5, 6-8, or 9-12.
Another future study might look at teacher satisfaction and teacher effectiveness. A
study would focus on teacher satisfaction and teacher effectiveness to find whether teacher
satisfaction moderates a relationship with teacher effectiveness. Are teachers who are satisfied
with their job more effective in the classroom than teachers who are not satisfied?
This particular study focused solely on middle school/junior high teachers in LUDA.
Another study would use the same demographic items along with the AJDI and focus on the
elementary school and high school teachers. Results from such a study would be compared with
the findings from this study. In this particular study, there was an effect of favorable experience
in the teacher induction program on teacher satisfaction. Using teachers from the elementary
school and high school levels could elicit similar or different results than this particular study. It
could also examine teachers’ opinions of induction programs. Do teachers’ opinions of
formalized teacher induction programs moderate a relationship with teacher satisfaction? This
new study would look at various levels of teachers—elementary, middle, and high school—and
see if a favorable experience is related to teacher satisfaction for elementary and middle school
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teachers. Is the level of satisfaction higher or lower for the three levels of teachers in the study?
Are the results similar or different from this particular study?
Another intriguing study would be to look at Millennial teachers and compare and
contrast levels of teacher satisfaction with the levels of teacher satisfaction in their Baby Boomer
and Generation X counterparts. This study would use the same demographic survey and AJDI to
compare the satisfaction levels of the three generations of teachers in the workforce. There
would need to be a question added to the demographics questions that asks teachers what
generation do you consider yourself to be a part of, with the answers Baby Boomers, Generation
X, Millennials, or other.
Keeping with the theme of generations, another focus of a future study would focus on
the experiences of the Millennial teacher. This study would be qualitative in nature and focus on
questions based on the characteristics of the Millennial generation. The study could uncover the
characteristics of Millennial teachers in the workforce. It would reveal information that could be
helpful to administrators on how to supervise, motivate, and collaborate with Millennial teachers.
With Millennial’s entering the education profession, a study like this could be very helpful to
teacher and administrators who work with the Millennial teachers.
This study found marginally statistical significance between White and non-White
teachers. White participants who participated in a formalized induction program showed higher
job satisfaction than White individuals who did not participate. The opposite effect, however,
was observed for non-White individuals. Here, non-White participants in induction programs
showed lower levels of satisfaction than non-White persons who did not participate. This
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particular study had a small sample size of non-White participants. A new study could target
more non-White middle school teachers within the state of Illinois to compare with White
teachers. The study would use the same demographic questions and the AJDI to get more data to
compare results with this study.
The relationship between teacher certification and teacher satisfaction would be another
future study. Does the level of certification of a teacher moderate teacher satisfaction? This
study would focus on the relationship between teacher certification and teacher satisfaction. It
would be a study focused on middle school/junior high teachers. It could also target teachers at
the elementary and high school levels as well.
Last, another focus of future research could be the effects of higher education experiences
on job satisfaction among teachers. The focus of this study would be to look at college and
university teacher preparation programs to find how well they are preparing future teachers.
Does the success of higher education teaching programs and level of preparation of higher
educational teaching programs result in more satisfied teachers? This would add to the body of
research on teacher satisfaction and higher education teacher preparation programs.
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Summary
The original intent of this study was to assess the question, “What is the relationship
between teacher induction and teacher satisfaction?” The results from this study did find some
evidence for a relationship between participation in a formalized teacher induction program and
teacher satisfaction. Teachers who participated in a formalized teacher induction program
showed higher levels of general satisfaction than teachers who did not participate in a formalized
induction program. The study found that teachers who had a favorable or mostly favorable
experience while participating in a formalize teacher induction program did have statistically
significant higher satisfaction levels than teachers who participated in a formalized induction
program and had a slightly favorable or not favorable experience. The two highest AJDI facet
satisfaction levels were Work and Coworker. The lowest facet in the AJDI was Promotion. The
data from this study should be used to continue the trend of making teacher induction one of the
most important to increase teacher satisfaction, teacher retention, student learning and teacher
effectiveness.
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Dear Principal,

My name is Charlie Kyle, and I am the principal of St. Charles East High School located in
Community Consolidated School District 303 of St. Charles. I am a currently leading a
dissertation concentrating on the relationship between teacher induction and teacher satisfaction.
I am Doctoral Student at Northern Illinois University under the guidance of Dr. Joe Saban. I am
writing you to request your assistance in completing research for my dissertation. Click on this
link to view the survey.
I intend to see if there is a relationship between teacher satisfaction and participation in a
formalized induction program. I am surveying 5,115 certified middle/junior high school teachers
who work in the Large Unit District Association (L.U.D.A.). As a former middle school
principal, I realize how truly busy you and your staff are; however, I am hopeful that you will be
able to assist me in this endeavor.
On Tuesday, May 7, 2013 you will be receiving an email from me with a link to an electronic
survey. I respectfully request that you forward the e-mail with the survey link to your
certificated teaching staff asking them to complete it and electronically submit it. I anticipate
the survey taking no longer than five minutes to complete. As this research pertains to teacher
satisfaction, the survey is intended for teachers only and responses from principals are not being
requested.
The anonymity of you, your teachers, and your school is absolutely guaranteed. The results of
the survey will be made available to you at the conclusion of the study upon your request.
Please allow me to thank you in advance for your assistance with this project. Your collegiality
and support for this project is very much appreciated.
If you have further questions you may contact me at charliekyle1506@yahoo.com or my
dissertation chair, Dr. Joe Saban at jsaban@niu.edu.
Sincerely,
Charlie Kyle
Principal
St. Charles East High School

APPENDIX B
CONSENT FORM

157

Dear Faculty Member:
My name is Charlie Kyle, and I am the Principal of St. Charles East High School located in
Community Consolidated School District 303 of St. Charles. I am currently leading a
dissertation concentrating on the relationship between teacher satisfaction and teacher induction.
I am a Doctoral Student at Northern Illinois University working under the guidance of Dr. Joe
Saban. Please click on the following link Click on this link to complete the survey.
As a certified faculty member I would be appreciative of your participation in this study. I am
requesting that you participate in this study through the completion of the survey link above,
which should take no longer than 5 minutes of your time.
I intend to see if there is a relationship between teacher satisfaction and participation in a
formalized induction program. I am surveying 5,115 certified middle/junior high school teachers
who work in the Large Unit District Association (L.U.D.A.). Your participation in this study is
voluntary, and you may choose not to be involved at any time without penalty or prejudice.
There are no foreseeable risks and/or discomforts you could potentially experience during this
study. All information gathered during this experiment will be kept anonymous.
By completing the survey, you are acknowledging your consent to participate in this study.
University policy requires that I obtain your consent in order to participate in this study. Your
consent to participate in this research does not constitute a waiver of any legal rights or redress
you might have as a result of participation.
Please complete the survey by Tuesday, June 4, 2013. You can access the survey by clicking on
the link in the first paragraph of the e-mail.
If you have any additional questions concerning this study, contact Charles A. Kyle at 630-5871151 or at charliekyle1506@yahoo.com. If you wish further information regarding your rights
as a research subject, you may contact the Office of Research Compliance at Northern Illinois
University at (815) 753-8588.

Sincerely,

Charles A. Kyle
Principal
St. Charles East High School
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Induction Survey 2013
Question #1. What is your gender?
a. Male
b. Female
Question #2. How many years have you taught?
a. 0-4
b. 5-10
c. 11-15
d. 16+
Question #3. What grade level do you teach?
a. 5th Grade
b. 6th Grade
c. 7th Grade
d. 8th Grade
e. 9th Grade
Question #4. What type of school do you teach in?
a. Elementary School
b. Middle School
c. Junior High School
d. Other (Please specify)
Question #5. Did you participate in a formalized induction program?
a. Yes
b. No
Question #6. How many years teaching experience did you have when you participated in a
formalized induction program?
a. 0-4
b. 5-10
c. 11-15
d. 16-20
e. 21-25
f. 26-30
Question #7. What year did you participate in a formalized induction program?
a. Choices span from 1970- 2012
Question #8. Was your opinion of a formalized induction program:
a. Not Favorable
b. Slightly Favorable
c. Mostly Favorable
d. Favorable
Question #9. What is your ethnicity?
a. White
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b. Black
c. Hispanic
d. Asian
e. Native American
f. Multiracial
Question #10. In what type of community do you work?
a. City or urban community
b. Suburban community
c. Rural community
Question #11. What is your highest degree earned?
a. Bachelor
b. Master
c. EdD or PhD
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